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ABSTRACT 
This study explored the rate of change in student literary growth, through comparing their 
comprehension skills when close reading (CR) strategies were taught in isolation, compared to 
when these strategies were embedded within a text-based discussion (TBD).  Research studies 
supporting TBDs as a way of supporting and strengthening comprehension are included.  The 
Common Core State Standards (CCSS) are referenced since students are required to utilize texts 
as a resource within the CCSS.  CR strategies embedded within a TBD are listed as one method 
designed to strengthen student comprehension skills (CCSS, 2014). Student progress was 
assessed in several ways to determine the effectiveness of TBDs.  Data sources included STAR 
Reading assessment scores, graphic organizers, and weekly reading tests.  Students participated 
in TBDs only during weeks five through eight.  Their rate of growth from weeks five through 
eight were compared to their growth during weeks one through four.  The results from my action 
research display that students became more careful and independent readers after I implemented 
the TBDS.  Most students from the focus group were regularly observed referencing the text for 
support with their written and verbal responses.  This positively transferred to their performance 
on assessments as well.  
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The Common Core State Standards (CCSS) changed the expectations for the English and 
Language Arts (ELA) curriculum in certain areas of the United States.  The intention of the 
CCSS is to increase college and career readiness for high school graduates (CCSS, 2014).  In 
order to effectively achieve this, education which starts within the primary grades is responsible 
for laying the foundation for future literary successes at the elementary level and beyond. 
Through these standards, unless otherwise specified within their Individualized Education Plan 
(IEP), students are exposed to a variety of text genres starting in the primary grades.  They are 
then required to analyze the text and use it as a resource to monitor and clarify their reading to 
ensure they comprehend the material.  The CCSS requires students to cite textual evidence in 
order to support their understanding of the material.  As a result, close reading and text-based 
discussions are two instructional methods that have emerged in association with the CCSS, in 
order to assist students in developing their independent comprehension of the different genres.  
Therefore, careful and effective readers, those who achieve a deep understanding of complex 
texts through repeated readings and citing textual evidence, are formed through utilization of 
these two instructional frameworks. Consequently, it is vital to support all students throughout 
the reading process (DelliCarpini, 2011).  The Gradual Release approach (GR) is one effective 
instructional method to provide students with such support throughout a close reading and text-
based discussion.   The concept of close reading needs to be reinforced through text-based 
discussions, starting within the primary grades and continuing throughout each child’s education, 
in order to develop the most successful college-and career-ready students.  Students benefit from 
this consistency in their literacy education.  Since all students are required to analyze and 
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comprehend texts from a variety of genres, I have chosen to focus my research on the benefits of 
incorporating close reading and text-based discussions within classroom literacy instruction for 
all students, including those performing at grade level, as well as those with learning disabilities, 
and English Language Learners (ELLs). 
The School 
 The Lakeview Community School District (LCSD) offers public education to children in 
two suburban cities north of Milwaukee.  Total enrollment for the 2013-2014 school year 
displayed that approximately 2,700 students are educated within the LCSD in grades 
Kindergarten through grade twelve.  The district’s mission statement is to, “educate all children 
to reach their greatest potential,” (LCSD, 2014).  As specified on the LCSD’s website, all 
educators will do their part to move from good to great through, “a process of continuous 
improvement based on current research and data which focuses on student success for all, 21st 
century learning opportunities, technological support, and implementation of rigorous and 
relevant curriculum,” (LCSD, 2014) 
The LCSD is comprised of three elementary schools, one middle school, and one high 
school.  Each of the five schools within the district, have a principal.  In addition, there is one 
superintendent, one school board and one director of curriculum and instruction.  Lakeview 
Elementary School (LES) is located in Lakeview, Wisconsin.  LES will be the school of focus 
within this action research. 
During the 2013-2014 school year, the total enrollment for LES consisted of 
approximately 360 students, grades Kindergarten through fourth.  Of these students, 
approximately 100 of them were labeled as economically disadvantaged or low income families.  
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The remaining families were primarily middle- to upper middle-class.  According to the 
Wisconsin Information System for Education (WISE) data dashboard information reported in 
2013-2014, 314 of the students at LES were white, 19 were Hispanic, 9 were black, 7 were 
Asian, 3 were American Indian, and 3 students were a combination of 2 or more of the 
ethnicities listed.  There were no students of Pacific Isle descent enrolled at LES.  About 80 
students at LES were labeled with a disability: behavioral, neurological, or academic.  There 
were also 10 students at LES who were identified as ELLs (WISE dash, 2014).   
Student and Staffing Information  
 LES is an elementary school with grades K-4.  There are currently 3 sections of each 
grade level with approximately 20 students in each classroom. LES has one building principal 
and 3 cross-categorical special education teachers.  One of those teachers is a specialist in 
serving students with autism. LES also has one full-time music, one full-time art, and one part-
time guidance teacher.  In addition, there are two speech and language pathologists, one school 
psychologist, and one reading specialist to assist the general education teachers in best meeting 
the needs of all students at LES.  A physical therapist, occupational therapist, and adaptive 
physical education teacher are shared by all five schools within the district.  These educators 
create a schedule and work at each school when applicable to best meet the needs of all the 
students on their caseloads who have a specific need described in their IEP.  There are also 4 
sections of Early Childhood at LES which serve about 7 students in each section.  There are two 
Early Childhood teachers who each have a morning and an afternoon class.  This is a blended 
program with a large special education population.  There is also a Title One teacher at LES who 
assists each grade level in either reading or math during their Response to Intervention (RtI) 
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blocks.  In addition, one day per week she also serves as an aide for one of the Early Childhood 
programs. 
 The principal at LES requires each grade level team to meet weekly to collaborate on 
quality instruction to ensure that the needs of all students are meet to the best of our ability.  In 
addition, the school principal leads a full staff meeting on a biweekly basis throughout the school 
year.  During these meetings specific events and concerns relating to the LES staff, as well as the 
LCSD, are discussed. 
Student Population, Language and Academic Data for Project     
 I will be working with a small group of second grade students at LES for this action 
research study, during the 2014-2015 school year.  Within the second grade, there will be 
approximately 18.3% of the total school population, or 65 students.  Of these students there is 
one African American, one of Hispanic descent, and one Native American.  Sixty-two students 
in the grade are white.  Several students within the grade have IEP’s for a specific disability.  
One student is autistic, one is Cognitively Disabled (CD), and one is Emotionally and 
Behaviorally Disturbed (EBD).  In addition, 4 incoming second graders have an IEP for a 
specific speech or language focus.  Two students are labeled as ELLs.  Both students speak 
Spanish as their first language.  The remaining 63 students speak English as their first language.  
In addition, two students are labeled as Talented and Gifted (TAG) in the areas of reading and 
math.   
During the 2014-2015 school year, I will be working with five second grade students who 
scored well below our established second grade “basic benchmark” of a 69 percentile rank (PR) 
score on the September 2014 STAR Reading Assessment. Four of the students are assigned to 
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my second grade class and one of the male students is in another second grade homeroom.  His 
PR score on the STAR Reading Assessment was also well below our September “basic 
benchmark” and he is an English Language Learner (ELL) as well.  The group is comprised of 
two female and three male second grade students.  None of the students within this group receive 
special education services for any purpose.   
Literacy Programming Model 
 The Reading Wonders comprehensive literacy program (McGraw-Hill, 2014) was 
adopted for grades 2-6, starting in the 2014-2015 school year.  This series includes a literature 
anthology, small levelled readers, a reader’s and writer’s workshop book, as well as 
corresponding grammar, spelling, and word study pieces.  The writing process and six traits are 
also integrated into the writing curriculum, which reinforces the specific texts utilized during 
reading instruction.  This series aligns to the new English and Language Arts (ELA) criteria 
specified within the CCSS.  The reciprocity between reading and writing is emphasized through 
Reading Wonders (McGraw-Hill, 2014).  Various decoding and fluency strategies are taught and 
reinforced throughout the program, as that positively affects student comprehension.  The 
concept of close reading or effectively monitoring and clarifying independent reading to best 
comprehend the material from a variety of genres, is an integral component of the program.  As a 
product of these close readings, text-based discussions should occur on a daily basis within the 
classroom, in order to reinforce the importance of monitoring and clarifying while also citing 
textual evidence to support student answers.   
Within the Reading Wonders curriculum, all of the aforementioned reading concepts and 
strategies are taught through the Gradual Release (GR) approach to instruction.  This method 
incorporates an “I do,” “we do,” and “you do,” component.  The teacher explicitly models a 
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specific strategy during the “I do” component, students practice utilizing the same strategy 
during the “we do” section before being required to complete a task focusing on the same 
strategy independently during the “you do,” final step.  Students benefit from teacher guidance 
during the “we do” portion.  It is common for students to work either in a small group or with a 
partner during this step.  When surveyed, staff within the LCSD indicated that the most common 
way these groups are formed is by placing students of differing abilities together (personal 
communication, June 2014).  Since student abilities vary, struggling literary students and ELL 
students benefit from working with a more knowledgeable peer during this time, as they are 
provided with additional scaffolding, which will help them to better internalize specific strategies 
taught during both whole and small group instruction.   
Current Literacy Data 
 Three times a year, elementary students beginning at second grade throughout the LCSD 
are required to take the STAR Reading standardized assessment.  This assessment is aligned to 
the CCSS and is one screener used by the district to gather data regarding student knowledge and 
internalization of concepts put forth in the new ELA standards.  However, as directed by the 
state, Kindergarten and first grade teachers were required to administer the PALS (Phonological 
Awareness Literacy Screening) assessment.  First grade teachers started administering this 
assessment during the 2013-2014 school year.  As a result, within the LCSD in first grade, this 
assessment was given in place of the STAR Early Literacy and STAR Reading tests.  The PALS 
assessment is to be given three times a year as well in September, January, and May.  Since 
2013-2014 was the first year in which the PALS assessment was given at the first grade level, 
there was not a lot of emphasis placed on this data and the test results since it was a learning 
experience for all staff involved.  However, according to the PALS data reported in May of 
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2014, the benchmark score for student spelling in first grade is a 20.  The first grade data from 
LES displayed that 62 out of the 65 total first grade students met or exceed the spelling 
benchmark on the spring PALS assessment.  This data is displayed in Figure 1. 
 
Figure 1  PALS Spelling Data 
In addition, students also earned a score on their first grade word knowledge test.  The 
benchmark score for this assessment in spring is a 15.  Of the 65 total first graders, 52 students 
met or exceeded this benchmark score while 13 students did not yet achieve that score.   This 
data is displayed in Figure 2. 
 
Figure 2  PALS First Grade Word Knowledge Data 
Lastly, students earn a summed score on the PALS assessment.  This is a total of their 
spelling and word knowledge scores.  The first grade spring benchmark is a summed score of 35.  
Met or exceeded the spring
spelling benchmark of 20
Scored 19 or below on the
spelling test




benchmark score of 15
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In May, 59 students met or exceeded the summed score benchmark of 35 while 6 first graders 
did not achieve the benchmark score.  These results are displayed in Figure 3. 
 
Figure 3  PALS Summed Score Results Data 
The data displayed in figures one through three was what the first grade teachers 
discussed.  Consequently, during the 2013-2014 school year, the first grade teachers heavily 
relied on their Rigby data as it was frequently referenced and analyzed, throughout the school 
year.  More emphasis will be placed on the data obtained through the PALS assessment in 
upcoming years, as staff becomes more familiar with the testing format and interpreting the 
results that it yields.   
 The Rigby comprehensive reading assessment is also administered as another means to 
gather data regarding student literacy development and growth.  Similar to the STAR 
assessments, this assessment is administered three times a year (September, January, and May) 
within the Kindergarten through second grade levels at all three elementary schools within the 
district.  The Rigby test assesses fluency as well as comprehension.  There are specific 
benchmarks students are required to achieve at the September, January, and May assessment 
dates in order for students in grades Kindergarten through second to be considered meeting the 
benchmark.  By the end of Kindergarten students should be reading at a Rigby level 3, a level 18 
by the end of first grade, and a level 22 by the end of second grade.  According to the May first 
Met or achieved the
summed score
benchmark of 35
Did not achieve the
summed score
benchmark of 35
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grade Rigby data for 2013-2014, there were 15 students reading below a Rigby level 18, six 
students were reading at a Rigby level 18.  Therefore, those students were considered to be 
reading at grade level.  Lastly, there were 44 students reading above a Rigby level 18.  All 
students, regardless of any disabilities were assessed with the Rigby reading test.  The Rigby 
data achieved by the first graders at LES during the 2013-2014 school year is displayed below in 
Figure 4. 
 
Figure 4  First Grade May Rigby Data 2013-2014 
In first grade, all students are required to complete the Dynamic Indicators of Basic Early 
Literacy Skills (DIBELS) fluency assessment in January, regardless of Rigby score or PALS 
data.  In May, those first graders who earned a median score at or below 34 words per minute 
(wpm) on the January DIBELS assessment are required to complete the assessment again in 
May.  Again, since I will be working with my second grade class for this action research, I chose 
to use the May 2014 first grade data yielded from this May DIBELS assessment.  This 
assessment is administered one-on-one with the homeroom teacher.    It is comprised of three 
short passages which the students read through as much as they can in one minute.  The total 
wpm is recorded for each of the three passages.  The assessment administrator subtracts any 
errors the student made on the passage from their total wpm, while also giving them credit for 
Below RIGBY Level 18
At Benchmark: RIGBY Level
18
Above RIGBY Level 18
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any words that they effectively self-corrected. The median score is then recorded as the student’s 
average wpm and that data is then reported to both the reading specialist and school 
psychologist.  Of the 65 total first graders during the 2013-2014 school year, 33 students were 
required to take the DIBELS fluency assessment in May.  The established district benchmark to 
be considered “at grade level,” in the area of fluency is 35 wpm.  Thirty-two first graders were 
not required to take the May DIBELS assessment due to the scores they earned in January.  Of 
those first graders assessed in May, 22 of them are above the grade level benchmark since they 
are reading more than 35 wpm, 1 student was at the benchmark as she is reading exactly 35 
wpm, and 10 students are reading LESs than 35 wpm.  The first grade May DIBELS data is 
displayed in Figure 5. 
 
 
Figure 5  First Grade May DIBELS Data 
Decision-Making Processes  
 After the data on these assessments is collected, a “wall walk,” is conducted three times a 
year (September, January, and May) to make sure the needs of all students are met to our best 
ability. In order to most effectively benefit all students, a team meets to complete these “wall 
walks.” The principal, school psychologist, reading specialist, and Title One teacher meet with 
Not assessed (already at
benchmark)
Reading more than 35 wpm
Reading 35 wpm
Reading less than 35 wpm
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each grade level team individually, at LES to discuss the data obtained.  Each grade level has a 
large piece of paper containing specific labels already recorded on it to assist in interpreting the 
PR scores earned for each child on the STAR Reading and Math assessments.  As mentioned 
earlier, students are considered to be above grade level requirements if they earned a PR score of 
98% or higher.  PR scores within 70%-98% are considered to be at grade level, a PR between 
40% - 69% is considered at watch, and a PR score of 25% - 39% are reflective of those students 
who require intervention.  Lastly, a PR score of 25% and below signifies those students who 
require urgent and intense literacy interventions.  Each teacher is presented with his or her data 
for each child in their class.  Each child has a post-it note with their name on it, and each 
teacher’s class is a specific color.  In addition, students who are labeled as TAG, an ELL, 
autistic, or those who have a learning, cognitive, emotional or behavioral disability have a 
specific color coded dot included on their post-it note to reference what they are identified at 
which also helps the team to see what services they are already receiving.  These additional 
needs are taken into account when analyzing the data.  The teachers place the student names on 
the “data wall” so that the team can visually see which students are performing at which levels 
and which students require the most intense level of literacy intervention. Student Rigby and 
DIBELS scores (if applicable) are also recorded on their post-it note.  This helps to determine 
whether or not there may be a discrepancy between their STAR and Rigby scores.  It is important 
to note that since Kindergarten and first grade administer STAR Early Literacy, they do not use 
their STAR data to sort students according to the PR ranges described.  They simply arrange 
their student post-its contingent on whether or not they are above, at, or below the established 
Rigby benchmarks for September, January, and May, as specified earlier.   
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Response to Intervention Policies and Related Staffing Information 
 Once all of the teachers place their students within the specified ranges on the “data 
wall,” the team focuses on those students who appear in the urgent, intervention or watch 
categories.  The team discusses what services are already in place for these students.  Specific 
literacy skills that are weak and require strengthening among these students are also discussed by 
the group.  This leads to forming RTI groups with a specific focus, based on the literary needs of 
the students.  Some common examples are groups focused on further developing fluency, 
comprehension, and phonics skills.  These groups meet during our daily RTI block.  Each grade 
level (K-4) at LES has a 30 minute daily time slotted into their schedules for the RTI block.  
During this time each classroom teacher, the reading specialist, Title One teacher, and available 
special education teachers meet with their specific groups formed during these data “wall walks.”  
This ensures that the specific literacy needs of all students (at, above, or below grade level) as 
indicated by student performance on the STAR, Rigby, and DIBELS assessments are met.  It is 
important to note that since the LCSD does not have the required enrollment of ELL students 
required by the state to have separate English as a Second Language (ESL) program; these 
students are placed into RTI groups with their peers, as deemed appropriate by their test results.  
Therefore, there is currently no specific RTI group geared specifically to ELL students.  
Commonly, the reading specialist will meet with the students who have the most urgent needs on 
a one-on-one basis, whenever their schedules allow, reinforcing whole and small group 
instruction, occurring in the general education classroom.  Typically, this equates to about thirty 
minutes of one-one-one instruction, on a daily basis.  In addition, the reading specialist 
administers the ACCESS (Assessing Comprehension and Communication in English State-to-
State for English Language Learners) examination to ELL students each winter in order to 
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determine the reading level and growth in their use of the English language throughout the prior 
academic school year. 
Response to Intervention Procedures 
 This RTI framework involves a 3 tier approach to instruction.  In second grade, the tier 
one instruction is delivered by the general education teacher within the classroom by the Reading 
Wonders curriculum taught during the daily literacy block.  Tier two refers to those students who 
require additional reinforcement on the reading skills and strategies taught during whole group 
instruction within the general education classroom.  This is typically delivered by the general 
education teacher within the classroom setting as well.  Tier three refers to those students who 
have the most significant and severe literacy concerns.  In the area of literacy, this refers to those 
students that lack knowledge on one or more reading strategy that were taught in prior school 
years.  This tier three instruction is delivered by a classroom teacher, the reading specialist, a 
special education teacher, or our Title One teacher during the RTI block described earlier.  Once 
an RTI group is given a specific literacy focus, the reading specialist typically provides the 
instructor with the materials necessary to deliver effective tier three instruction.  In addition, if 
any specific training is required to instruct via these materials, the reading specialist provides the 
teacher with that information as well.  
 If a teacher has consistent concerns regarding a student’s academic or behavioral progress 
throughout the academic school year, he or she brings the student to a Solution Team meeting to 
discuss what is currently in place as well as to establish a plan to continue to best meet the needs 
of this specific student.  The Solution Team consists of three general education teachers, the 
school psychologist, the reading specialist, the speech and language pathologist, the special 
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education teachers, and the teacher with the student concern.  The classroom teacher requesting 
the meeting brings the current academic or behavioral data reflective of the area of concern.  An 
eight-week action plan is established in which a specific academic area or behavioral concern is 
observed. During the meeting, resources, instructional materials and ideas on how to best 
progress monitor this behavior for the next eight weeks are shared and a plan is created.  It is 
essential that the intervention and use of the specific materials occur on a daily basis.  This may 
occur during the RTI block or during a different time, depending on the student’s and 
interventionist’s schedules.   A projected goal for the student to obtain through the use of these 
additional materials is also established.  This goal demonstrates if the child is positively 
responding to the academic or behavioral interventions established at the initial solutions team 
meeting.  If they are in fact benefitting from the interventions, the data recorded through the 
progress monitoring data will continue to rise and hopefully either meet or come close to 
meeting the set goal.  The solutions team will meet again after the eight-weeks of intervention to 
discuss the student’s growth (if observed) and future plans of action.  If the child’s progress 
monitoring data does not demonstrate that they benefitted from the interventions, the school 
psychologist, reading specialist, and special education teachers will conduct observations and 
additional testing, as deemed appropriate and necessary for a specific special education referral. 
Best Practices in Close Reading and Text-Based Discussion Implementation 
 An effective literacy curriculum molds both motivated and independent readers.  Daily 
literacy instruction should utilize the GR framework, text-based discussions, and close reading 
(CR) of various texts.  In addition, to maintain teacher motivation and effectiveness, they should 
be provided with adequate professional development on specific reading strategies to assist both 
on level as well as disadvantaged literacy students.    
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While there are many literacy frameworks available to instruct students within the 
primary grades, the instruction is most effective when the teacher provides various scaffolds for 
all students, especially those who are deemed at risk.   The GR approach is one such instructional 
method that reinforces the reciprocity between reading and writing while providing students with 
the necessary literary scaffolds.  The GR approach consists of an “I do,” “we do,” and “you do,” 
component.  The teacher explicitly models a specific strategy during the “I do” portion.  Students 
are required to complete related literacy work in a small group or with a partner while receiving 
guided instruction from the teacher.  Finally, during the “You do” step, students are expected to 
complete work related to the same reading skill or strategy independently.  They should be 
confident and able to do so with little if any assistance required since they observed how to 
utilize a particular strategy accurately during the “I do,” and “We do,” components (Fisher & 
Frey, 2003).   
Each minute of literacy instruction is valuable and needs to be used wisely, in order for 
all students to benefit from the teaching.    Research supports that it is essential for educators to 
use methodologies that scaffold student learning a consistent basis, before expecting students to 
work independently, with accuracy (Fisher & Frey, 2003).  The GR framework is one such 
methodology (Fisher & Frey, 2003).   
Text-based discussions are a valuable instructional tool that can be utilized during the 
“We do,” portion of the GR framework.  When used appropriately, these dialogues further 
strengthen student understanding of specific reading strategies that are modeled and utilized 
within the classroom.   Regardless of literacy skills, each student needs to become comfortable 
with utilizing the text as a resource, each time they read in order to effectively monitor and 
clarify their understanding of the material while effectively constructing meaning from the text 
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(Kucan, Hapgood, & Palincsar, 2011).  Consequently, student confidence and motivation in the 
ability to use specific reading strategies will be strengthened as well.  This is true for both native 
English speakers and ELLs (Taboada, Bianco, & Bowerman, 2012).  Therefore, text-based 
questioning is one effective scaffold teachers can utilize, since it is a metacognitive strategy that 
benefits all students regardless of their age, socioeconomic status, or reading abilities.   
CR is another instructional method that can be utilized during all steps of the GR 
framework.  The CR process requires students to interact with the text in order to apply specific 
reading or decoding strategies to tackle unfamiliar words or phrases, found when reading.  It is 
essential for the teacher to explicitly model how to complete a CR appropriately before expecting 
students to use the method on their own (Fisher & Frey, 2012).  Through the explicit modeling 
and guided practice associated with the GR model, students with literary disadvantages, such as a 
specific learning disability in reading, or a history of acquiring new literary skills slowly,  should 
begin to use various reading strategies independently and habitually (Katz & Carlisle, 2009).  
Since CR is an integral component of the new CCSS in the ELA curriculum, all students will be 
required to apply the skills associated with this method to their independent work.  Since the CR 
method is fairly new, it is essential that teachers familiarize themselves with this new process to 
obtain the most positive literary growth from their students.  If a teacher is self-confident and 
exhibits that during his or her explicit modeling, it is likely to transfer to the student as they 
begin to use specific strategies on their own (Fisher & Frey, 2012).  
In order to obtain the most positive literary growth from all students, educators need to be 
provided with professional development and trainings that explain the research behind various 
instructional methods as well as how to successfully implement them with classes of varying 
reading abilities.  Since ELLs are required to not only learn a new language but specific content 
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vocabulary in the new language as well (Howard, 2012), many ELL students are labeled with a 
reading deficiency.  When an ELLs motivation is heightened, it will positively affect their 
reading abilities.  Therefore, their conceptual knowledge will improve, and the literacy gap 
between the ELLs and native English speakers will decrease (Howard, 2012).  In addition, 
research supports that teachers need to become knowledgeable on various instructional practices 
which would provide them with valuable tools necessary to increase the literacy skills of all 
students in their classroom, especially in the area of reading for meaning, regardless if they are 
labeled with a Reading Disability (RD), or not(Klinger, Vaughn, Arguelles, Hughes, & Leftwich, 
2004).  This training would be especially valuable for general education teachers since 
commonly students with an RD are mainstreamed into the general education classroom (Klinger 
et al., 2004).     
Providing teachers with professional development on the instructional methods they will 
be required to implement will help them to become confident with and embrace the program’s 
approaches and will therefore become motivated to use the program with fidelity because they 
are confident in their abilities to do so (Klinger et al., 2004).    
Overview of Action Research  
 Molding careful and independent readers requires teachers to utilize explicit modeling, 
provide scaffolding and differentiation, while remaining motivated to provide students with the 
best literary education possible.   Students are inspired to put forth their best efforts to effectively 
utilize specific reading strategies while independently reading when being positively motivated 
by their teachers. In my action research, I specifically tracked the growth of a small group of 
diverse children with literacy concerns.  I met with this group on a daily basis to support their 
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reading and literacy skills through reinforcement of the close reading strategy while also holding 
text-based discussions.  I met with this small guided reading group each day, first thing in the 
morning for thirty minutes each day.  I found this time of day to be the most valuable time to 
meet with these students, since prior years of experience have shown that it sets the tone for the 
day.  In addition, meeting with these students first thing each morning also strengthened their 
confidence since material from prior lessons was reviewed.  Important vocabulary for the 
upcoming lesson and strategies was frontloaded as well, during this time.  While I met with 
them, the other students within the class travelled to other classrooms to work with a specific RtI 
group, aimed at strengthening or enriching student knowledge in specific content areas.   
 I began the research process by forming this small group.  First, I began by analyzing the 
STAR Reading data from the September 2014 assessment, for all second grade students.  I 
placed any student with a PR of 25% or below in this small group.  If that didn’t yield enough 
students for a full group, I then looked at students who earned a PR score of 39%-25% and put 
the students with the lower PR scores in this small group.  This group contained five students.  
Additional flexible guided reading groups were formed for the remaining students in my class 
based upon this data as well.  While other groups occurred throughout the week, the focus of my 
action research was the small group of lowest performing reading students within the second 
grade.  Therefore, the data I collected for this study referred to the students described above 
whom I met with on a daily basis. 
 In addition to the STAR data, all second grade teachers administered the weekly Reading 
Wonders assessments, associated with our literacy curriculum, to their homeroom class.  I 
analyzed student performance on these assessments from September through January.   Then, I 
separated student data from these tests into the groups formed from the STAR data described 
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above.  I looked for commonalities among the results, such as a specific skill that is weak for all 
group members.  This allowed me to not only differentiate the second grade instruction to their 
level through the use of levelled readers relating to the overarching six units presented in 
Reading Wonders, but I was also able to integrate specific comprehension strategies and phonics 
skills that these students are currently lacking into their small group instruction, as evidenced in 
their performance on the weekly assessments. 
 As part of an effective balanced literacy curriculum, both whole and small group 
instruction should occur on a daily basis and incorporate the GR approach to instruction.  The 
Reading Wonders framework consists of 6 units throughout the year.  Each unit contains 5 
weeks.  Typically, one week of instruction lasts approximately 6 school days.  Each unit has a 
theme and each week has a specific CCSS genre focus and targeted comprehension skill.  The 
texts in the Literature Anthology, Reader’s/Writer’s Workshop book, and the levelled readers 
contain a mix of fiction and non-fiction which reinforce specific genres.   
On Monday’s small group morning lesson, I frontloaded the weekly Reading Wonders 
vocabulary to these lowest performing reading students, through utilization of Visual Vocabulary 
Cards, so that they felt confident and prepared when hearing them again with the whole group.  
The Visual Vocabulary Cards benefitted all students in this group, as they typically do not 
possess the same level of background knowledge as their on-level peers.  In addition, the specific 
word concepts and vowel sounds present within the weekly Reading Wonders curriculum were 
also reviewed with this group.  Students were asked to determine the genre that we were 
focusing on for the week by referencing textual evidence.   
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Quality literacy instruction involves the use of the GR approach to instruction as a means 
to scaffold student understanding of specific genres and comprehension skills through the use of 
explicit modeling.  Therefore, I modeled how to effectively utilize the week’s comprehension 
skill through explicitly modeling a close reading of the text in the Reader’s/Writer’s Workshop 
book.  I incorporated think-alouds and asked myself questions to monitor my understanding of 
the text.  I modeled for students how to effectively use the text as a resource to find the answers 
to the questions I asked by rereading, reading ahead, or looking at the pictures to help me clarify 
my understanding.  
 During my small guided reading group meetings on Tuesdays, we used the levelled 
readers which reinforced the same genre introduced on Mondays, to start completing a close 
reading of the text together as a group.  In order to complete a quality close reading, each child 
was be responsible for asking a text-based question after reading a section from the levelled 
reader.  Each child was given a laminated magnifying glass to use when rereading, reading 
ahead, or looking at the pictures in order to physically locate the text evidence necessary to 
answer the question, and therefore clarify student understanding of the material.  Students were 
encouraged to focus their questions as much as possible on the comprehension strategy 
introduced on Monday.  This may have been: author’s purpose, predicting, summarizing, 
comparing and contrasting, just to name a few examples.  As part of their weekly homework 
schedule, this group brought home the levelled reader and magnifying glass in order to complete 
the same activity that night with parental guidance.  Detailed directions were sent home with the 
student materials in order to ensure that parents were confident on the expectations for the 
assignment.   
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On Wednesday mornings, students in the small group were provided with a graphic 
organizer that reinforced the comprehension skill of focus for the week.  For example, students 
may have been given a Venn diagram if the focus skill was compare and contrast.  Together, we 
discussed what the graphic organizer was and how to effectively utilize it to demonstrate 
knowledge of a particular reading skill.  I began by modeling how I would use the organizer 
based upon the story we read yesterday during our group meeting.  Then, I had students work 
with a partner within the group to reread the text and use it as a resource to continue filling out 
the organizer to the best of their abilities.  We then shared our answers and compared our work.  
A text-based discussion of their work and the text evidence located to determine the work they 
completed also ensued.   
On Thursday mornings during small group instruction, each child was given a 
“thinkmark.”  These “thinkmarks” were shaped like a bookmark.  Students were required to 
write down questions they had while reading through a story.  Once they located the textual 
evidence to answer the question, students then used that information to write down their answer 
in order to clarify their understanding of the text.  Each child reread the story found within their 
levelled reader to complete this activity.  Since several other activities were modeled by the 
teacher, and students already worked together as a group on other tasks, the children were 
required to complete this activity independently.  Their confidence level was high since they had 
already read through this story a few times and have completed similar close reading activities as 
a group or with a partner.  For homework, I had students in this small group bring home both 
their “thinkmark” and their levelled reader.  Each child was responsible for writing down two 
additional questions as well as the answers they located within the text.   
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During small group instruction on Fridays, students came with their Literature Anthology 
and magnifying glass.  Independently, students read through segments of the next weekly text.  
After each segment, they will stop to ask a question which reinforced the specific comprehension 
strategy of focus for the week.  Students were required to use their magnifying glass to 
physically locate the text evidence necessary to answer that question.  As students completed 
these steps associated with close reading, we had a text based discussion within the small group 
to deepen student understanding of the specific skill but also effective habits of careful 
independent readers.  During instruction on Fridays, each child completed the weekly Reading 
Wonders formative test.  This examination assessed student understanding of the weekly content, 
decoding and comprehension skills that we focused on.  All students took these weekly tests 
independently.  I analyzed the test results to determine what skills and concepts the students had 
a solid understanding of and which skills needed to be reinforced during their small group 
instruction.  This weekly routine was followed on a daily basis during weeks 1 through 4 of the 
study.   
During weeks 5 through 8 of the study, the same weekly routine was followed; however 
there was more of an emphasis placed on the text-based discussions that occurred during the 
small group.  I transcribed our text based discussions which occurred during weeks five through 
eight of the study.  These text based discussions occurred after the week four assessment.  In this 
way, I was able to compare the rate of student comprehension growth from weeks one through 
four where text based discussions did not occur on a daily basis, with those results from weeks 
four through eight in which text based discussions did occur during each lesson.  This helped to 
determine who was an active participant and who was not, while also being able to analyze the 
quality of their contributions to the discussion.  These discussions lasted approximately 15 
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minutes and were transcribed on Thursdays during weeks five through eight, in preparation for 
the Reading Wonders weekly assessments on Fridays.  I acclimated students to the process of 
text based discussions through explicit modeling and use of the gradual release approach to 
instruction.  These discussions were student led by the end of the study.  In this way, I was able 
to compare the rate of student comprehension growth from weeks one through four where text 
based discussions did not occur on a daily basis, with those results from weeks five through eight 
in which these discussions occurred during each lesson. 
As we transitioned from week to week and through the units, I continued to keep the 
instructional methods and schedules as consistent as possible.  Therefore, each child within this 
small group electronically took the STAR Reading Assessment at the beginning, middle, and end 
of the research study, in order to formally monitor student growth in their comprehension skills.  
The first assessment took place during week one of the study, the second assessment took place 
during week four of the study and the final assessment took place during week eight of the study.  
Specifically, student PR scores were analyzed.  After the third administration of the STAR 
Reading Assessment, I looked for students PR scores to be at or above a 41, which correlated 
with the “basic” or “watch” category, within our district.  This “watch” category referred to those 
students who are either at risk of falling behind or are failing to meet the grade level expectations 
for specific subjects.  I created a graph for each child in order to visually display their literary 
growth throughout the student.  Their PR scores on the three STAR Assessments were visually 
depicted on this graph.  In addition, the formative and weekly Reading Wonders assessments 
were collected and analyzed throughout the study in order to monitor student retention of the 
close reading strategies.  Various work samples, such as graphic organizers utilized within the 
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small group setting, were also collected throughout the study to qualitatively track student 
progress throughout the eight week period.   
Students thrive in a consistent environment in which the teacher expectations do not 
fluctuate.  In January, after 4 months of whole and small group instruction that included constant 
close reading and text-based discussions, my class completed the STAR Reading Assessment 
again.  I compared student performance on the STAR Reading Assessment from September to 
their scores in January.  I used this comparison as an indicator as to whether or not these 
instructional methods, and intense small group differentiation were beneficial to student literary 
growth. 
Conclusion 
Implementation of close reading and text-based discussions are two instructional 
practices aimed at strengthening student understanding of a text through using it as a resource.  
Through completing frequent close readings, students will build self-confidence in utilizing the 
necessary habits of effective readers, especially when presented with a complex text (Fisher & 
Frey, 2012).   When utilized on a consistent basis through the GR approach to instruction, 
students will become proficient in their use of specific reading strategies when independently 
reading a variety of genres.  This proficiency will transfer to a deeper understanding of complex 
texts.  Since the ELA portion of the CCSS focuses heavily on students being able to 
independently analyze and demonstrate understanding of texts from a variety of genres (CCSS, 
2014), it is the teacher’s job to provide them with strategies to effectively do so.  Instructing 
children to become close readers through the utilization of text-based discussions is one research 
based method educators can utilize (CCSS, 2014).  This instructional method will provide 
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students with knowledge on how to approach a complex text independently through their 



























In order to mold successful and motivated readers, effective literacy instruction should 
include utilization of the gradual release of responsibility model (Fisher & Frey, 2003), frequent 
text-based discussions (Kucan, Hapgood, & Palincsar, 2011), incorporate the close reading 
process into daily literacy instruction (Fisher & Frey, 2012), and provide teachers with 
professional development on specific strategies designed to assist disadvantaged literacy students 
(Klinger, Vaughn, Arguelles, Hughes, & Leftwich, 2004).  Children from diverse linguistic 
backgrounds and varying literacy skills are commonly grouped together in the general education 
classroom (Klinger et al., 2004).  These children start learning vital literacy skills at a very young 
age and teachers need to scaffold their learning of various comprehension strategies in order for 
them to develop the self-confidence to use them during their independent reading.  Using the text 
as a resource and aid in the monitoring of their reading is one such way to scaffold their 
understanding of specific comprehension strategies while also building a positive self-efficacy.  
The close reading method further expands the students’ ability to utilize text evidence to assist 
them in developing a cohesive understanding of the material, by using text clues to help 
determine the meaning of unfamiliar words encountered within a text (Fisher & Frey, 2010).  
When students come to school speaking another language, identified with a learning disability in 
the area of literacy, or socioeconomically disadvantaged, it is the teacher’s job to utilize research 
based strategies to help these students succeed in the area of literacy.  Providing teachers with 
the background knowledge necessary to successfully implement various programs, will help to 
boost both student and teacher confidence and motivation in incorporating these frameworks into 
daily literacy instruction (Klinger et al., 2004).  Holding teachers accountable for following these 
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programs with fidelity will also transfer to consistency in teaching methods throughout various 
grade levels which will continue to build the literary confidence of these at risk yet 
mainstreamed students. 
Gradual Release of Responsibility 
 The literary subjects of reading and writing are closely linked (Fisher & Frey, 2003).  A 
variety of instructional frameworks exist for effective literacy instruction, such as the Reader’s 
and Writer’s Workshop, Language Experience Approach, and Interactive Writing.  Regardless of 
the method being used to deliver literacy instruction, the instruction is deemed most valuable 
when the teacher scaffolds the learning of all students, especially those who are at risk.  The 
Gradual Release (GR) approach is systematic and scaffolds student learning by transitioning 
from the “I do,” portion in which explicit modeling of a specific strategy is conducted by the 
teacher, to the “we do,” section which necessitates that the students complete work related to the 
strategy being taught, while receiving guided practice from the teacher, before students are 
expected to work independently during the “you do,” activity (Fisher & Frey, 2003).   
Within the following study, “Writing Instruction for Struggling Adolescent Readers: A 
Gradual Release Model,” Doug Fisher and Nancy Frey describe the necessity for improving the 
writing skills of adolescent students, specifically those that were identified as struggling.  As 
literacy subjects, reading and writing are closely linked.  However, as various types of curricula 
evolve, it has become evident that a greater emphasis has been placed on solidifying effective 
reading methods while the area of writing has been shortchanged.  Research has shown that the 
amount of writing assessments given on average has increased while the scores on these tasks 
remain this same (Fisher & Frey, 2003).  In an effort to improve student output on their 
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independent writing, a teacher was observed in an urban high school environment utilizing a 
systematic approach to literacy instruction.  The researchers hoped that this would cause an 
increase in student performance in both writing and reading (Fisher & Frey, 2003).  Since this 
study involved struggling adolescents, the gradual release of responsibility model was 
incorporated into instruction as well.  In order to gather more information on how the GR 
approach affects students reading and writing skills, Doug Fisher co-taught a section of a genre 
studies course at an urban high school in California for a semester, utilizing this instructional 
framework. 
At the beginning of the school year, the students were assessed on their writing fluency, 
accuracy, and response length.  The same students were assessed in January on the same 
components to best note the effects of the GR approach on their writing.  In addition, Fisher and 
Frey were also interested in how this methodology affected student reading growth (Fisher & 
Frey, 2003).  Therefore, the Gates-MacGinitie Reading Test was administered to students at the 
beginning of the year and then again in January, at the end of the semester.  Students who 
completed the Gates-MacGinitie assessment were also assessed through a vocabulary and 
comprehension subtest.  Student scores on both subtests were analyzed and combined in order to 
generate a specific reading level for the student.  The results from both tests were compared to 
determine the effectiveness of the GR method on student reading skills.   
The urban high school in California, where Doug Fisher taught for a semester, was 
comprised of the following nationalities and ethnicities: 46% were English Language Learners 
(ELLs), 98% qualified for free and reduced lunch (FARL), 54% of the student body was Latino, 
21% were African American, 20% were either Filipino or Asian, and 4% of the students were 
white.  As of 1999, this high school was the lowest performing high school in the county.  It was 
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also one of the lowest performing high schools in the state.  At the start of the semester, 31 
students were enrolled in this ninth-grade class.  Due to additional hires, the class size was 
reduced to 24 students by the eighth week of the semester which remained throughout the term.  
This genre studies course lasted for 90 minutes per day for one term.  The course’s goal was to 
increase literacy skills in order for students to experience continued success in future English 
classes.  All students enrolled in this class were labeled as, “significantly below grade level” 
readers, and therefore, could not enroll in a different English class until successfully passing this 
genre studies course (Fisher & Frey, 2003).  The class was designed to run as a readers’ 
workshop.  On the Gates-MacGinitie Reading Test, the highest reader read at a 6.4 grade level, 
while the most struggling reader read at a level 3.4.  All of the students in this course qualified 
for FARL.  Eighteen of the 24 students were ELLs who spoke Spanish, Vietnamese, Somali or 
Tagalog at home.  One of the students was Caucasian while 5 were African American (Fisher & 
Frey, 2003). 
Fisher taught a genre studies course for a semester at a California high school.  The class 
was comprised of students performing at a literacy level below that of their peers.  The 
researchers were interested in tracking student writing progress from the start of the year to 
January, after receiving instruction utilizing the GR approach, as well as other methodologies 
from Doug Fisher.  In order to best track student writing growth, the researchers assessed 
students on their writing fluency, accuracy, and length of their responses.  In addition, in order to 
reveal the effects of this instruction on student reading achievement, all students were assessed 
utilizing the Gates-MacGinitie Reading Test.  The same test was administered at the end of the 
semester and the results were compared to best track student literary growth.  Between the two 
assessments, these students benefitted from Fisher’s genre studies course.  The course lasted for 
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90 minutes each day.  The class consistently began with a shared reading or read-aloud followed 
by writing instruction.  The remainder of the class period was spent either reading independently 
or working in groups on various literary activities.  These activities incorporated use of the word 
wall, making words, test preparatory skills, and additional vocabulary development.  In addition, 
the reading specialist met one on one with specific students during the week.  This particular 
genre studies course intensely focused on effective writing instruction.  Throughout the course, 
Fisher utilized the GR approach so that instruction and responsibility transitioned from teacher-
controlled to student-directed writing.  As this transfer of responsibility in the area of writing 
instruction occurred, Fisher used various methods within the classroom such as: the Language 
Experience Approach, Interactive Writing, Writing Models, Generative Sentence Writing, and 
Power Writing (Fisher & Frey, 2003).  Students were presented with all of these models before 
the responsibility was fully transferred from the teacher guiding the instruction, to the students 
writing independently.   
As described earlier, students were assessed on the Gates-MacGinitie Reading Test on 
the areas of: writing fluency, accuracy, and length of response.  When their October test were 
compared with their test in January, the results were impressive.  In October, students averaged 
4.9 words produced in one minute.  After Fisher’s instruction, utilizing various instructional 
methods in January, the class averaged 19.1 words produced in one minute.  In addition, the 
number of errors observed in the words produced was also recorded.  In the fall, the average 
number of errors for the class was 4.2 on their independent writing compared to 3.8 errors 
recorded in January.  Lastly, the sentence lengths were compared as well.  In fall, the average 
sentence length was 4.1 words compared to 6.7 words written on average in January.  When 
assessed in fall, the average reader scored a 5.47 on the Gates-MacGinitie Reading Test.  
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However, at the end of the term in January the class average improved to a reading level of a 
6.88.  This was a significant improvement.  The researchers were encouraged that 19 out of the 
24 total students in the class were able to move into an English 1 class for the next semester, 
which was one of the goals established at the start of this study (Fisher & Frey, 2003).   
Fisher and Frey illustrated how crucial every minute of literacy instruction is, and how 
the entire block of time needs to be used wisely.  This is especially true for students who are 
performing significantly below grade level.  Teachers need to use research based methodologies 
to scaffold student learning during literacy instruction on a consistent basis, before expecting 
students to complete quality work independently.  Emphasizing the reciprocity between reading 
and writing will also positively affect student literacy performance.  Requiring students to 
interact with the text and use it as a resource while receiving some teacher guidance, will also 
support students on their journey of becoming motivated, independent and effective readers. 
Text Based Discussions 
After receiving consistent and systematic instruction via the GR method, a student’s 
knowledge of various reading strategies as well as their self-efficacy continues to develop 
through their ability to effectively work on their own.  In order to further deepen their 
understanding of specific reading strategies, teachers should frequently require students to 
participate in text-based discussions.  All students, including those on level as well as those who 
are disadvantaged, need to learn how to use all texts as a resource.  Frequently referencing the 
text will not only deepen their understanding of the material but will continue to positively affect 
their self-confidence and motivation to actively use specific reading strategies independently, as 
well.  The following studies focus on the knowledge teachers possess regarding how to 
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successfully implement text-based discussions as well as the implications they provide for future 
student literacy success for both native English speakers and English Language Learners (ELLs) 
as well. 
 In the article, “Moving out of Silence: Helping Struggling Readers Find Their Voices in 
Text-Based Discussions,” Leigh Hall describes how a student’s self-perception of themselves as 
readers can affect their interactions with a text, and therefore affect their contributions to text-
based discussions, (Hall, 2012).  This self-perception is formed through their past and present 
reading experiences, within the school setting.  These experiences typically involve language as 
students are frequently reminding of the habits of good readers as well as those of poor or 
struggling readers.  Students who see themselves as struggling readers do not feel that they have 
anything to offer to a text-based discussion.  However, it is important to note that not all 
struggling readers perceive their reading skills to be below average, (Hall, 2012).  Students who 
are performing below grade level in reading, but perceive themselves to be at, or above average 
readers will interact with a text much differently than someone who is struggling and lacking this 
self-confidence, (Hall, 2012).  It is essential for all readers, especially those that struggle, to be 
familiarized with various comprehension strategies in order to increase their understanding of a 
text.  Students should become flexible and strategic in their utilization of these strategies.  While 
providing students with instruction on how to effectively incorporate these strategies into their 
daily reading, it is ultimately the decision of the student to decide if, when, and how they will 
utilize these comprehension strategies into their independent reading.  Due to supplemental or 
remedial reading services offered, struggling readers most likely have not had much instruction 
on how to select and utilize specific comprehension strategies.   When students participate in 
text-based discussions, they are required to apply these strategies and therefore strengthen their 
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reading abilities.  Struggling readers may believe that these discussions will highlight their below 
level reading skills.  However, when these students feel as though their ideas will be heard and 
respected by their classmates, they are more likely to participate, (Hall, 2012).  Discussions that 
are both peer-led and text-based require students to become responsible for participating and 
constructing a more complex understanding of a text.  In order for these text-based discussions to 
benefit all readers, it is essential that presenting struggles and problems encountered while 
reading becomes as common as sharing polished ideas and connections with the text, (Hall, 
2012).  If these contributions to the discussion become the norm, struggling readers will be 
willing to participate, (Hall, 2012). 
In order to collect data, the 52 participating students completed the Gates-MacGinitie 
(2000) assessment in order to determine their reading levels.  In addition, these students 
completed the Reader Self-Perception Scale (RSPS), in order for the students to identify how 
they perceive their individual reading abilities.  Both of these assessments were completed at the 
beginning and end of the study.  In addition, the students documented their individual use of 
specific comprehension strategies eight times throughout the student.  A total of 144 student 
discussions were also recorded and transcribed.  These discussions each lasted approximately 15 
minutes.  Lastly, student interviews were also conducted with specific students at the end of the 
study, after all of the instruction had occurred.  This was included as a data source in order to 
best analyze how struggling readers approach interacting with the peers in the study group. 
The study occurred at two middle schools in rural North America.  Both schools selected 
failed to make adequate annual progress in the area of reading, for the past four years.  Two 
teachers from one school and one teacher from the other school participated in the study.  They 
each nominated one class for the study.  The teachers believed the class they choose to be in 
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need of the most reading assistance.  Since there were approximately 17 students per class, there 
were a total of 52 student participants for the study.  Twenty-four students were female, and 28 
students were male.  In addition, 42 students were Caucasian, 8 were African American, and 2 
were Hispanic. 
The Gates-MacGinitie (2000), test was administered to the 52 students at the start of the 
study.  According to the preassessment results, 21 students read below grade level, 10 students 
were reading on grade level and 21 students were reading above their grade level.  In addition, 
the RSPS was administered to the students, in order to gather perspective on how they 
individually viewed their reading abilities at the beginning of the study.  Nine students viewed 
themselves as low-performing readers, 27 students viewed themselves as on level readers, and 16 
students considered themselves to be high-performing readers.   
After the students completed the Gates-MacGinitie (2000) assessment and the RSPS, 
they engaged in a six step comprehension routine.  First, their teachers instructed them on a 
specific comprehension strategy.  Second, they independently read a text and recorded their 
strategy use.  Then they participated in a discussion with a small group regarding the text and 
their independent strategy use.  The students then read another text, documented their strategy 
usage and participated in a second small-group discussion.  This second discussion required 
students to reflect on what they had learned through reading the texts and also through their 
strategy usage.  Students completed this rotation a total of four times.  Each routine lasted about 
two weeks.  The strategy instruction lasted about 30 minutes and incorporated explicit instruction 
on various comprehension strategies.  The teachers start each lesson my naming and then 
defining each strategy.  Then the teacher models how to effectively apply the strategy and then 
engages the students in guided practice. Since the teachers admitted to having limited knowledge 
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on how to effectively instruct students on various comprehension strategies, Leigh Hall designed 
lesson plans.  The teachers received these lesson plans one week before instruction was to take 
place and they provided the teachers with a detailed outline of the instruction to be delivered, as 
well as a text to utilize.  After this instruction, students completed a reading task which required 
them to apply a specific strategy while also learning specific social studies content.  The texts 
chosen were at a sixth-grade reading level and correlated with topics the teachers deemed to be 
of great importance.  During the first time working through the routine, all students read the 
same text.  For the remaining routines, Mr. Cook’s class read different passages, while the other 
two read the same texts.  This modification occurred since Mr. Cook was teaching different 
content at that time.  Students then read another text independently and recorded the 
comprehension strategies they utilized as they read.  Students also responded to specific 
questions about each reading.  Teachers used these responses to identify what students learned 
and also to help facilitate the small-group discussions that followed.  Text-based discussions also 
occurred after students completed their independent reading.  Students were required to share 
their understanding of the text, as well as the strategies that they used.  The small groups were 
comprised of four or five students with similar perceptions about themselves as readers.  These 
perceptions were based off of student self-evaluation on the RSPS inventory, taken at the 
beginning of the study.  The groups were consistent throughout the study so that students would 
feel more comfortable with participating in the discussion.  However, student reading 
comprehension abilities were not taken into account when forming these groups.  After the first 
discussion had concluded, students were given a new text to read.  Like before, students read 
independently and then documented their strategy use as they read.  A small-group text-based 
discussion occurred after with their group.  In addition, students were then asked to review their 
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work from the last two readings in order to identify what they learned from the text as well as 
what they learned about specific comprehension strategies.  Students shared these findings with 
their small groups.  When this third discussion concluded, teachers began instruction on a new 
comprehension strategy and so the routine started again. 
In order to maintain fidelity within this study, observations occurred in each classroom 
twice per week.  The first observation was on the first day of instruction.  A research assistant 
audiotaped the lesson and then completed a checklist, based upon what they saw.  This checklist 
detailed the strategy being taught, the accuracy of the teachers’ implementation of the 
instructional model, and the amount of time he or she spent teaching each component.  The 
second observation occurred while students were either writing, reading, or discussing a text 
with their small group.  The assistant switched between observing students complete reading and 
writing activities and participating in small group discussions.  Field notes were taken to 
document the student behavior in each of these environments.  The assistant did interact with the 
teacher or students as deemed appropriate during these observations.  The assistant’s field notes 
and checklists helped to display places that the teachers required additional support in effectively 
delivering the comprehension routine.  If needed, this support was provided during the planning 
time.   
Struggling readers benefit from observing their peers successfully engaging with texts 
while utilizing various comprehension strategies to deepen their understanding of the text.  
Sadly, struggling readers often do not participate in text-based discussions due to their perception 
that what they have to say is of little or no value.  This study shows that it is possible to provide 
these struggling readers with spaces where they believe they can participate in text-based 
discussions with success.  Within these small groups, the struggling readers were able to observe 
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and learn how to successfully implement various comprehension strategies from their peers.  It 
was critical to provide the struggling readers with the time to observe, and learn from their peers.  
Once the struggling readers became comfortable and understood what was expected for 
appropriate participation in the text-based discussions, they became more vocal and at times 
participated in the discussion.  The struggling readers eventually began to ask questions, offer 
ideas, or challenge the thoughts and ideas of their peers during these text-based discussions.  
These readers indicated that they wanted to continue learning as much about various 
comprehension strategies in order to further strengthen their reading skills.  Struggling readers 
are more motivated to participate in text-based discussions when the overall environment in 
which the discussion occurs positively boosts their confidence so that they feel as though their 
ideas are valuable.   
The language used within the classroom is a powerful tool that defines the environment 
within a classroom.  Struggling readers will easily be silenced if the language of the teacher and 
students suggests that privilege is given to gifted or average readers and that only correct 
answers are welcome.  It would be valuable to frame reading lessons around potential struggles 
that readers may encounter and how students could utilize various comprehension strategies to 
work through them.  Reinforcing that all students experience struggles when reading will create a 
positive classroom environment in which struggling readers feel more confident in participating 
in text-based discussions. 
Leigh Hall addressed the importance of instructing students to use the text as a resource 
when sharing ideas and responses during a text-based discussion.  In order to do so effectively, 
teachers should routinely model the thought process and actions associated with citing textual 
evidence and verbalizing that information, (Hall, 2012).  According to Hall, teachers should 
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make a concerted effort to use language within the classroom that does not make certain students 
feel inferior to others, due to their reading abilities, (Hall, 2012).  However, many teachers have 
not received focused instruction on how to implement text-based discussions within the 
classroom.  The following study gathers teachers’ current perceptions on their abilities to 
effectively deliver reading instruction through a text-based discussion.   
For many years, reading researchers have supported the use of specific discourse 
frameworks in order to encourage students in constructing meaning from the text.  The common 
characteristic in many of these programs is in the incorporation of text-based discussions to 
strengthen student comprehension.  However, there is no process currently in place to assess 
what teachers already know about quality comprehension instruction and what they currently 
implement within their classrooms (Kucan et al., 2011).  This information is vital and valuable if 
a teacher’s learning is to be advanced.  This study addresses the need to pinpoint common 
preconceptions brought to new learning situations by teachers, as well as the need to build 
connections between their existing knowledge and new understandings and practices that have 
been designed.  Currently, there are very few methods designed to obtain information regarding 
these preconceptions and existing knowledge related to reading comprehension instruction.  
Therefore, the purpose of this study is to address this critical gap (Kucan et al., 2011). 
Within the study, “Teachers’ Specialized Knowledge for Supporting Student 
Comprehension in Text-Based Discussions,” Kucan, Hapgood, and Palincsar described the 
creation and implementation of the Comprehension and Learning from Text Survey (CoLTS) as 
a way to assess teacher’s knowledge on comprehension instruction within the context of a 
discussion.  CoLTS is a traditional paper and pencil test that requires teachers to analyze a text in 
order to determine the important ideas, as well as those text features that may challenge a 
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readers’ comprehension of the material.  Through the CoLTS assessment, teachers are also 
required to respond to specific teacher and student text-based dialogues in order to display their 
ability to analyze various student responses to text-based questions.  It also measures their 
understanding of specific discourse moves incorporated into the discussion in order to assist 
them in making sense of various text ideas.  The teachers’ responses were analyzed in order to 
provide valuable information for those who work with them to strengthen their understanding 
about how to support student comprehension through text-based discussions (Kucan et al., 2011). 
Sixty upper elementary teachers throughout southeastern Michigan volunteered as 
participants in this professional development opportunity, utilizing the two versions of the 
CoLTS measure.  The school contexts and length of teaching experience varied among the 
teachers.  These teachers were 92% female with an average of 9 years of teaching experience.  
Forty-seven percent of the sixty teachers taught fourth grade, 42% taught fifth-grade, and 11% 
were teacher consultants or reading specialists.  All but 2 of these teachers taught in a public 
school setting and 51% taught specifically in suburban schools.  Thirty-five percent taught in 
urban school districts and 16% taught in rural school districts (Kucan et al., 2011).    
CoLTS was designed and implemented over a year-long span, as a professional 
development project.  The goal of this survey was to fill the gap between what teachers already 
know from their current practices to new practices and knowledge that they are currently 
unaware of (Kucan et al., 2011).  This survey was designed to introduce two specific discussion-
based approaches to comprehension instruction: questioning the author and reciprocal teaching.  
CoLTS is a paper and pencil test which includes three basic tasks: an analysis of a text to 
pinpoint the key ideas well as identifying those text features that may be a challenge for students; 
an assessment of readers’ attempts to understand a text as evidenced by their responses to 
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questions as well as comments about the text, and lastly, the implementation of various discourse 
moves such as questions and prompts included to support or explain student comments, and 
therefore, assist them in making sense of the text.   
To assess each teacher on these three areas, each participant responds to specific 
situations with teacher-student dialogue related to specific texts.  The texts utilized are from 
familiar trade books and the situations include dialogue that reflects actual student comments 
observed during interactions with similar texts.  Two forms of the CoLTS assessment were 
created.  Each version included a short informational passage from a trade book, suitable for use 
with either fourth or fifth graders.  In addition, there are eight constructed-response questions 
that follow the text.  A classical analysis and item response analysis was conducted on the 
CoLTS assessment to determine its’ reliability and therefore determine the findings of this 
assessment (Kucan et al., 2011). 
This qualitative assessment was analyzed in order to determine what the teachers 
currently possess in terms of their specialized knowledge of text-based discussion.  In order to 
best analyze their responses, the researchers created what they deem to be an “ideal response,” 
for each question.  A science educator also assisted them in determining the important ideas for 
each of the passages utilized within the CoLTS assessment.  Lastly, actual teacher responses 
were used to generate exemplars that most closely matched the ideal or desired responses, as 
well as, those that did not include any of the desired information.  The researchers determined 
that the CoLTS assessment generated some important outcomes (Kucan et al., 2011).  The 
teachers who completed this test displayed a very limited ability to analyze the informational 
texts in a meaningful way.  Most teachers did not reference text coherence or other identifiable 
factors that might negatively affect a student in constructing a coherent representation of the 
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ideas presented within the text.  Interestingly, most teachers treated all text ideas with the same 
level of importance, instead of pinpointing the most critical ideas within the text and then 
directing their students to do the same.  Eighty-five percent of the teachers were unable to 
identify specific challenges students may face with either text on the CoLTS assessment.  In 
addition, these teachers lacked knowledge on the specific concepts and vocabulary necessary for 
discussing text features in specific ways.  The researchers attribute this lack of topical knowledge 
to the teachers’ unfamiliarity with comprehension models that emphasize the importance of 
coherence (Kucan et al., 2011).  Challenges relating to text coherence at the student level refer to 
difficulties such as convention use within paragraphs, the paraphrasing of important concepts, 
and the adequacy of an explanation.   
This study displays that the recent models of text comprehension and text analysis are 
valuable components of the specialized knowledge that teachers need to think about, in regards 
to a text in order to assist their students in making sense of it (Kucan et al., 2011).  Many 
teachers were observed confusing a strategic activity with the actual process of comprehension.  
The teachers assessed were rather limited in the types of discourse moves that they utilized when 
responding to student responses.  Most commonly, the teachers asked for additional information, 
repeated the question, or redirected students back to the text without providing any guidance 
about what to notice.  This is likely attributed to a lack of knowledge on contingent discourse.  
People who support classroom teachers, who use discussion as a context for reading 
comprehension, need to provide these educators with opportunities to develop this specialized 
knowledge on the text comprehension model that describes the importance of text analysis and of 
using the results achieved by the analysis to support students’ text comprehension during 
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reading.  It should also focus on deepening their understanding of effective discourse moves 
during these text-based discussions. 
This study focused on analyzing teachers’ current knowledge regarding how to 
effectively conduct a comprehension lesson through incorporation of a text-based discussion.  
Through implementation of this study, it became evident that teachers do not currently have the 
materials or training on how to execute a successful text-based discussion.  The study supports 
the ideal that comprehension instruction should focus student’s attention on “meaning-making,” 
as they read and discuss a text, in order to build a coherent representation of the text information.   
Once teachers’ receive the necessary guidance on how to effectively conduct a text-based 
discussion both English only (EO) speakers and ELLs benefit from this interactive literacy 
strategy which deepens student understanding of various reading strategies.  The following 
study, “Text-based Questioning: a Comprehension Strategy to build English Language Learners’ 
Content Knowledge,” conducted by Taboada, Bianco, & Bowerman, displays the literary gains 
made by both EO and ELL students through successful implementation of text-based 
discussions.   
Studies have been conducted to support the necessity of teaching the strategy of 
questioning and its benefits related to reading comprehension for the general English speaking 
school population.  However, few studies have focused on questioning as a reading strategy for 
ELLs to support their comprehension development.  According to the researchers, before their 
work, there were no studies that specifically examined text-based questioning instruction in 
specific content areas to help benefit the comprehension of ELLs, while also acting as a tool to 
promote conceptual learning and an overall deeper comprehension of the material (Taboada, 
Bianco, & Bowerman, 2012).  ELLs are required to show measurable annual progress in their 
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English language proficiency as well as content domains.  Through teaching the questioning 
strategy to ELL students, they could make substantial growth within their language proficiency 
as well as reading comprehension abilities. 
The purpose of the first study was to examine questioning utilized in relation to general 
vocabulary.  The researchers did so by comparing the role of questioning included as part of a 
comprehension lesson for ELLs and EO students who have varying degrees of English 
proficiency (Taboada et al., 2012).  During the first study, the preliminary evidence regarding the 
importance of questioning as a component of comprehension lessons was gathered.  Therefore, 
the second study explored questioning instruction within a fourth grade science classroom with 
the purpose of identifying additional instructional practices to improve the type of questioning 
utilized within the classroom.  ELLs possessing intermediate-to-advanced levels of English 
proficiency were students in this class.  Previous research described the necessity of questioning 
in relation to reading comprehension.  However, questioning in content areas within a specific 
focus on ELL students had not yet been addressed.  The researchers used the second study to 
address this current deficiency (Taboada et al., 2012). 
In the first study, data was collected through utilizing three measures: general vocabulary, 
text-based questioning, and reading comprehension.  During the spring of the school year, these 
three measures were administered, with a specific emphasis on the “Interrelationships in 
Earth/Space Systems.”  To assess students’ general vocabulary abilities, the Picture Vocabulary 
test of the Woodcock-Munoz Language Survey-Revised Battery, was administered at this time on 
an individual basis.  In order to assess student questioning, students browsed the book, The Earth 
by Patricia Whitehouse for approximately 7-8 minutes and were then given 20 minutes to write 
questions about anything related to the book.  Their responses were assessed within a four-level 
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rubric.  Lastly, students were assessed on their ability to comprehend the science text that they 
read in the text, The Earth.  They were asked both implicit and explicit questions on this 8 
multiple choice and 5 open-ended or short essay questions.  Again, student responses to these 
questions were coded based upon the quality of their answer (Taboada et al., 2012). 
In the second study, students were also required to develop questions after receiving 
explicit science instruction utilizing the gradual release of responsibility model.  These questions 
were coded with a level 1-4 as specified on the questioning rubric.  The questions were assessed 
before instruction began (pre), two times during instruction (during), and then again after 
instruction (post).  On the pre and post, students were assessed on their abilities to write as many 
good questions as possible after reading the book: Strange Animals by Robyn O’Sullivan.  The 
questions students generated during instruction came from three questioning charts.  In addition, 
the Letter-Word Identification, Passage Comprehension, and Reading Vocabulary subtests from 
the Woodcock Johnson Diagnostic Reading Battery were administered to students only at the end 
of the intervention. 
The participants of the first study consisted of two fifth grade classrooms in a suburban 
mid-Atlantic school district.  Sixty students were part of this study.  Thirty-five of these students 
were English only speakers (EO) and the remaining twenty-five were English Language Learners 
(ELLs), mainly of Asian descent.  According to school records, the ELL students ranged from 
intermediate to advanced levels of English proficiency.  Of the sixty students, about 48% were 
male and 52% were female (Taboada et al., 2012). 
The participants for the second study were fourth grade students, within a science class.  
Their teacher had been instructing a group of ELLs on text-based questioning for approximately 
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six weeks, utilizing English language proficiency which ranged from low-intermediate to 
advanced levels.  At this school, there was a daily science period as well as a content area 
specialist for each grade level.  Within the school, 43.6% of the students were Hispanic, 33.9% 
were White, 12.2% were African American, 6.3% were Asian/Pacific Islander, 0.2% was 
American Indian, and 3.7% were listed as other.  There were a total of 10 students within this 
class, all were ELLs.  Nine of the ten spoke Spanish as their first language, while one student 
spoke Arabic.  Their English proficiency levels ranged from low-intermediate to advanced, as 
indicated on the Stanford English Language Proficiency (SELP) which is a language proficiency 
assessment.  Their reading levels were representative of a fourth grade classroom in which some 
students were below, at, or above that grade level. 
After the data was collected through the first study, the researchers learned that 
questioning was a significant contributor to the overall reading comprehension of both ELL and 
EO students.  Therefore, the researchers desired to conduct a second study in which specific 
instructional practices would be examined in order to help improve student text-based 
questioning (Taboada et al., 2012).  This study was completed in a fourth grade ELL classroom.  
It was determined that the instruction would take place in the area of science with a specific 
focus on “Living Systems: Animals and Plants’ Adaptations.”  Various trade books were selected 
to teach reading comprehension strategies while also emphasizing content knowledge.  The focus 
of this study was to build science knowledge and questioning was taught as a strategy in which 
students would build knowledge from specific texts (Taboada et al., 2012).  The same 
questioning rubric that was utilized in the first study was also used to teach students how to 
create text-based questions in this study.  This questioning instruction occurred daily for 30 
minutes during a six week period.  The gradual release of responsibility was utilized.  Therefore, 
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the teacher modeled appropriate use of the questioning strategy, provided guided practice and 
then required the students to use the strategy independently.  As students generated questions, 
they recorded them on strategy charts and wall charts so that feedback from the teacher was 
continuous and specific.  During this study, the teaching of content-specific vocabulary words 
was embedded within the strategy itself (Taboada et al., 2012).  As students shared their 
questions and answers, the teacher would draw attention to key vocabulary words found in the 
question and then in the text in order to reemphasize the importance of these words. 
On the first study, the researchers learned that questioning was a significant predictor of 
reading comprehension in the area of science for both ELL and EO students (Taboada et al., 
2012).  Interestingly, the questioning ability of EOs predicted their reading comprehension over 
and above their general vocabulary whereas for the ELL students, their general vocabulary 
knowledge was the greatest predictor of their science comprehension.  These results demonstrate 
the vital role that vocabulary plays in the overall comprehension for ELLs.  It may also suggest 
that students need a strong level of English proficiency in order for questioning to become a 
strong skill and be utilized in their comprehension of material in their second language (L2).  
These results indicate that questioning is an important strategy to use to strengthen student 
comprehension and conceptual development in a variety of content areas for both ELLs and EO 
students (Taboada et al., 2012).  However, as mentioned for ELL students, their comprehension 
is more dependent on their vocabulary knowledge, rather than their ability to construct and 
answer text-based questions.  Questioning is still a valuable skill to utilize in developing an ELLs 
overall comprehension.  However, this should be introduced only after they have displayed their 
vocabulary knowledge at a “minimum threshold” and applied it to their comprehension. The 
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researchers are not yet aware of what this “minimum threshold” actually is (Taboada et al., 
2012).   
The results from study 1 led the researchers to explore the teaching of the questioning 
skill, to a class of ELLs in study 2.  The results from study 2 indicate that while the fourth grade 
ELL students varied in their question levels and abilities before the intervention as well as 
ranged in their English proficiency levels from low to advanced, all students improved their 
questioning abilities after the instruction regardless of their prior abilities and proficiency level.  
This proves that when taught explicitly, questioning can become a reading strategy that can be 
utilized by ELL students in various content areas to enhance their understanding of specific texts, 
even though these students typically struggle with the on-level reading material.  Therefore, there 
should be a relationship established between an ELLs reading comprehension level and their 
questioning level (Taboada et al., 2012).  Once a strong foundation is laid within the elementary 
classroom, these skills will then transfer to the middle and high school levels for both ELL and 
EO students. 
However, as mentioned it is necessary to be consistent with instruction and teaching 
methods so that the students can experience the most positive growth in the area of 
comprehension.  The following study details how a text-based discussion can occur at the 
preschool level through a shared reading lesson that incorporates questions focused on various 
concepts of print.  Within this study, specific verbal and nonverbal print references were made.  
This study, “Increasing Young Children’s Contact with Print during Shared Reading: 
Longitudinal Effects on Literacy Achievement,” focused on students who were 
socioeconomically disadvantaged, while also achieving below average language abilities for 
their age group.   
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Preschool children need to be explicitly taught about print in order to support their 
literacy growth.  Sadly, there is not much research currently available in regards to specific ways 
to increase a preschool student’s print knowledge and whether this may affect their long-term 
literacy growth.  Research over the past decade explored how the shared-book reading method 
could increase a preschoolers’ print knowledge (Piasta, Justice, McGinty, & Kaderavek, 2012).  
The reasoning for increasing young children’s attention to print while reading is based on 
evidence that indicates young children rarely look at, or discuss the print when engaged in a 
shared reading.  In addition, adults rarely draw students’ attention to various concepts of print.  
Research suggests that increasing the amount of time and focus on the print found within various 
storybooks while reading is one way in which to increase a student’s print knowledge (Piasta et 
al., 2012).  Adults can do this quite easily through making both verbal and nonverbal print 
references while conducting a shared reading.  The purpose of this study was to determine 
whether students who have more contact with print during a shared reading display gains in their 
print knowledge as well as later literacy achievement (Piasta et al., 2012).    
This study investigates the long-term benefits of making print references to children, 
during a shared reading experience.  Therefore, data was collected from children longitudinally 
who participated in Project Sit Together and Read (STAR), which is a 30-week program in 
which teachers systematically made print references during a shared reading.  The goal of this 
study was to determine whether STAR created an advantage in a young child’s formal literacy 
achievement for both 1 to 2 years post-intervention (Piasta et al., 2012).   The study consisted of 
three classroom conditions, one in which students received a high dose of STAR instruction, 
another where students received a low dose of STAR instruction and finally a classroom where 
students received traditional shared reading instruction.  The teachers submitted videos and 
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created a written log documenting all of their reading instruction.  The students were also 
assessed before during and after the instruction took place. 
Children enrolled in 85 preschool classrooms were randomly assigned to the study 
conditions at either the start of the 2004-2005 or 2005-2006 school years.  Teachers at these 
schools were also invited to be a participant in a study of shared reading methods.  All of these 
educators taught in classrooms largely comprised of students labeled at risk for future reading 
difficulties due to a socioeconomic disadvantage.  Parent consent forms were distributed to all 
children within these classrooms.  Of those students who returned the parental consent forms, 
approximately 6 students were randomly selected from each classroom in order to complete the 
four assessment sessions over a 3-year period.  Over half of the child participant’s families 
reported less than $25,000 income per year.  Most of the children’s mothers earned a high school 
diploma as their highest degree.  In the fall of their preschool year, these children’s language 
abilities were below average.  As determined by student performance on the Clinical Evaluation 
of Language Fundamentals-Preschool: 2 and the Peabody Picture Vocabulary Test-IV (Piasta et 
al., 2012).  
Before the fall of the participant’s preschool year, the children’s classrooms were 
randomly assigned to one of three student conditions: high-dose of Project STAR, low-dose of 
Project STAR, or implementation of a regular reading program (Piasta et al., 2012).  All children 
in each specific classroom experienced the same reading instruction.  However, regardless of 
which of these conditions the children experienced, they all participated in a 30-week shared 
reading program provided by their classroom teachers.  Each teacher was given 30 books each 
and was required to read one book per week as part of a whole-class shared reading experience.  
These shared-reading experiences included an average of 17 children.  Teachers were instructed 
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to read the books in the same order.  In order to monitor the fidelity of the shared reading 
implementation, each teacher submitted a videotape of these whole-class shared readers twice a 
month.  Researchers then coded the videotapes in order to track the teachers’ verbal print 
referencing.  In addition, teachers also completed written logs of all the reading occurring within 
their classrooms.  This ensured teacher fidelity of the conditions established at the start of the 
study.  It is important to note that on average, the duration of book reading sessions did not 
greatly differ among the three different conditions (Piasta et al., 2012).   
Students enrolled in the high or low-dose STAR conditions experienced a shared reading 
program where their teachers utilized explicit print references in order to increase the children’s 
contact with print.  Within the high-dose condition, students experienced four reading sessions 
each week for the 30 week period, equating to 120 sessions total.  However, in the low-dose 
condition the students experienced two sessions each week, equating to 60 total sessions.  By all 
other accounts, the two STAR conditions were identical in order to determine whether the 
intensity of the STAR program highly influenced student literacy achievement.  Teachers 
implementing the STAR program received training in making both verbal and nonverbal print 
references during the shared reading experience.  Teachers not implementing the STAR program 
still received the same 30 books and were instructed to read them four times each week, 
incorporating them into their normal style of reading for a total of 120 sessions.  These teachers 
received the same about of training and professional development in the area of shared reading 
however they were not instructed on the importance of print references and how to incorporate 
them effectively.   
Over a three year period, students participated in four assessment sessions in order to 
assess the impacts of the STAR reading program.  The children’s emergent literacy skills were 
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assessed at both the beginning and end of their preschool year.  During these times, phonological 
awareness and alphabet knowledge were assessed.  The rhyming subtest of the Get It, Got It!, 
Go! Assessment was used to assess student phonological awareness skills.  The Uppercase 
Alphabet Recognition subtest of the Phonological Awareness Literacy Screening (PALS) for 
Preschool exam was utilized to assess student alphabet knowledge.  Three subtests of the 
Woodcock-Johnson Tests of Achievement III, were used to assess the children’s literacy growth 
at 1 and 2 years post intervention. Specifically the Letter-Word Identification, Spelling, and 
Passage Comprehension subtests were administered.  The Peabody Picture Vocabulary Test-IV, 
was also utilized to assess student vocabulary skills at these four times as well (Piasta et al., 
2012).     
The children enrolled in the high-dose of STAR condition had higher word reading, 
spelling and comprehension results than those children receiving the regular reading condition.  
In addition, students enrolled in the low-dose STAR condition also had higher word reading and 
spelling outcomes than those in the regular reading condition.  Students receiving the high-dose 
STAR instruction displayed significantly higher word reading skills with a similar trend for 
reading comprehension as well, when compared to students receiving the low-dose of STAR 
instruction.  In addition, students in the low-dose STAR condition had significantly higher 
spelling skills than those receiving traditional reading instruction.  A sizable and positive shift in 
the literacy trajectories for students placed at a risk for later experiencing reading difficulties was 
observed when teachers included print referencing during shared reading at the preschool level.  
This study shows that parents and educators should use both verbal and nonverbal print 
references in order to increase student contact with print during shared reading to promote 
student’s early learning about print which will consequently positively affect their long term 
ENHANCING COMPREHENSION WITH TEXT-BASED DISCUSSIONS  57 
 
literacy achievement (Piasta et al., 2012).  Text-based discussions at the preschool level are 
beneficial for all students, as they are required to actively interact with the text.   
All students improved in their questioning abilities and therefore their overall 
understanding of a specific text, when they were taught the questioning strategy explicitly by 
teachers.  This was true for all students regardless of their prior literacy performance.  Text-
based questioning is an instructional method that can be utilized to develop adequate content 
comprehension skills for continued reading growth in all students regardless of their age, 
socioeconomic status, or reading abilities.  Metacognitive strategies such as questioning your 
reading to monitor your understanding of the material, improve comprehension when they are 
taught effectively. 
Close Reading 
Close Reading (CR) is another method which requires the text to be used as a resource in 
order to apply specific strategies to decipher the meaning of unfamiliar words or phrases, 
encountered when reading.  The most positive results are obtained through this method when 
teachers explicitly model how to use specific reading strategies effectively, through the GR 
instructional framework.  CR is an integral part of the new English Language Arts (ELA) 
curriculum presented within the new Common Core State Standards.  Therefore, all students will 
be exposed to CR during literacy instruction.  The following studies were conducted in order to 
determine the effectiveness of the CR method. 
The following study, “Close Reading in Elementary Schools,” was conducted by Doug 
Fisher and Nancy Frey.  The ELA curriculum presented within the new Common Core State 
Standards focuses heavily on instructors utilizing the CR method of literacy instruction, 
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specifically at the elementary level.  CR requires that students continually and critically analyze 
a specific text, through repeated readings (Fisher & Frey, 2012).  This helps students to gather a 
better understanding of the complex structures present in that material such as the author’s 
purpose, theme, and gathering inferential meanings. Through this framework, the students’ 
schemas are expanded as they are encouraged to utilize their prior experiences and background 
knowledge to help them better understand a text (Fisher & Frey, 2012).  However, it is essential 
that students combine their prior experiences and background knowledge with the textual 
information.  In addition, through the CR process, students develop habits of effective readers 
such as increasing their stamina, preserving when presented with a challenging text, and 
activating their personal prior knowledge without being prompted. Research supports, that 
recently, educators at the secondary and collegiate levels have utilized this methodology (Fisher 
& Frey, 2012).  However it was not common practice within the elementary school setting.  Even 
though elementary educators instruct on these habits to assist their students in becoming 
effective readers, they are not always teaching students how to incorporate these habits into 
“attacking” a challenging text.  It is essential that CR is embedded within a balanced literacy 
curriculum which includes other methodologies such as: explicit modeling, guided reading, think 
alouds, collaborative discussions, mentor texts, interactive read alouds, and shared reading.  It is 
important to note that not all texts require a close reading.  CR should be implemented as 
determined by the reader’s purpose.  Most commonly, it is used with challenging texts.  Since 
this is not common practice at the elementary level, Doug Fisher and Nancy Frey seek to 
determine whether or not CR is an appropriate instructional method to utilize with students in 
grades K-6 (Fisher & Frey, 2012).  In addition, if this method is deemed appropriate through 
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their study, they pinpointed specific modifications that may be necessary in order for student’s to 
achieve literary success within the elementary classroom. 
Several elementary teachers observed secondary teachers instructing via the CR method.  
They recorded field notes from these observations and discussions held with these teachers as 
well.  Lastly, the elementary teachers began implementing the CR method and they were 
observed by Fisher and Frey to best determine the effectiveness of the CR approach utilized 
within the elementary classroom. 
A group of elementary principals were asked to select two of their most effective literacy 
teachers at each grade level, Kindergarten through sixth grade.  This group yielded fourteen 
teachers to work together and discuss the implementation of close reading.  Each member of this 
group had been a teacher for at least ten years.  This group set out in small groups consisting of 
six members each to observe specific secondary teachers instructing a literacy related course 
while utilizing the close reading method of instruction.  A total of ten secondary teachers were 
selected for these observations.  Five members of the group were English teachers, three taught 
social studies and two were science teachers. 
In order to gather data to answer these questions, ten secondary teachers were observed 
instructing via the CR method.  They were observed by small groups of elementary teachers.  
These fourteen teachers were chosen by their principal as they have been observed as highly 
effective educators.  These secondary teachers were observed a total of ten times.  After each 
observation, the elementary teachers met to discuss the aspects of CR observed and how this 
instruction may look within the elementary classroom.  Field notes were also collected during 
these observations as well as during conversations held with the secondary educators.  Lastly, the 
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researchers collected additional field notes from the fourteen classrooms of the elementary 
teachers, as they began their own implementation of CR guided by their prior observations 
(Fisher & Frey, 2012). 
Through the observation of the secondary teachers, five key features were present in their 
instruction, whereas, they were not incorporated into elementary literacy instruction.  These 
features were: the use of short passages, utilization of complex texts, limited frontloading, 
repeated readings, and text-dependent questions (Fisher & Frey, 2012).  All of the elementary 
teachers agreed that these five elements needed to be present in their literacy instruction if they 
were to effectively utilize the CR format.  The shorter passages are utilized so the teacher can 
effectively model a specific literary skill so that the student can interrogate the text further 
independently, relying on the knowledge of the model demonstrated by the teacher.  Students 
typically read longer texts independently.  Although short, the passages used for CR instruction 
were complex and typically above the independent reading level of the students.  The limited 
amount of frontloading allows for the text to be the main focus of the lesson.  Some secondary 
teachers were observed setting a purpose for the lesson.  However, they did not provide them 
with additional background knowledge or a synopsis of what they could expect to read.  
Repeated readings were observed in each classroom.  Each time a rereading took place, a 
question asked of the students gave a purpose for the rereading.  Each time they reread, they 
applied more background knowledge from the text and their conversations that their dialogues 
became fairly rich near the end of instruction for that day.  Since the questions asked of the 
students were text-dependent, they were required to find text evidence in order to support their 
answers.  Although their methods differed from class to class, all students were observed actively 
taking notes on the text in some format (Fisher & Frey, 2012).   
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The group realized that the CR methodology could be applied to the elementary 
classroom.  They agreed that the texts should be complex and short.  Elementary students should 
also be rereading a text several times while also finding text evidence to support their answers.  
However, the team observed that specific modifications would need to be made, in order for 
elementary students in the primary grades to experience success with the CR method.  First of 
all, close readings in the elementary grades should begin with the teacher reading the text aloud 
in a shared reading format.  The group of elementary teachers agreed that the frontloading of 
vocabulary and other concepts is appropriate during certain contexts with specific texts.  They 
also agreed that this method of scaffolding has been overused by elementary teachers in the past.  
They further agreed that when utilized, that frontloading should not replace the act of reading the 
text nor should it take the readers away from the text and place too much emphasis on their own 
experiences (Fisher & Frey, 2012).  The elementary educators insisted that all teachers pre-read 
each text before having the students conduct a CR of it to pinpoint those specific areas that make 
the text complex.  Explicit modeling should also be included into these CR lessons.  The team 
also expressed the necessity of incorporating text-dependent questions into their literacy 
instruction.  Finally, taking notes on the text and finding the text evidence to support their 
answers to text-dependent questions was an essential component of CR in the elementary grades.  
This group of teachers decided to refer to this process as “reading with a pencil.”  They 
developed a specific scope and sequence for grades K-6 on how to familiarize these students 
with the process of taking notes.  Overall, the team agreed that the CR methodology proved to be 
an effective method for instructing students in grades K-6 on the ELA standards required by the 
new Common Core curriculum (Fisher & Frey, 2012). 
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This study proves that CR is an effective method to use within the Elementary classroom 
to deepen student understanding of complex texts.  However, before implementing the CR 
program, teachers not only need to familiarize themselves with this new process but also with the 
text being utilized as well.  This will help to build the teacher’s confidence in using this method 
and therefore will positively affect the student’s performance.  A teacher’s self-confidence and 
ease with using a strategy through explicit modeling tends to positively transfer to a student’s 
positive self-efficacy when using specific strategies independently.  The following study contains 
several case studies conducted by educators who are knowledgeable in the CR method, to further 
determine the effectiveness of this program at the upper elementary level. 
Lauren A. Katz and Joanne F. Carlisle wrote the article entitled, Teaching Students with 
Reading Difficulties to be Close Readers: A Feasibility Study.  Within this research, they 
describe a study which was completed in order to discern the effectiveness of the Close Reading 
program with upper elementary students.  The Close Reading (CR) methodology provides 
students with a series of strategies to utilize in order to determine the meaning of unfamiliar 
words, or phrases encountered when reading.  In turn, these strategies positively affect student 
comprehension of the text as a whole.  Research supports that students with reading disabilities 
need to internalize specific cognitive strategies that join together the concept of decoding with 
comprehension.  Through explicit modeling and guided practice, students with these literary 
disadvantages should start to utilize these strategies independently and habitually (Katz & 
Carlisle, 2009). 
In order to collect data, three different case studies were conducted with three fourth-
grade girls.  The researchers collected data over a twelve week period.  Specific standardized 
tests were utilized to assess student’s language and reading skills during this time.  These 
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assessments were given both as a pre and post-test in order to best analyze student progress.  In 
addition, students were also progress monitored throughout the duration of the case study.  The 
progress monitoring was completed before, during and after instruction (Katz & Carlisle, 2009).   
A private clinic was utilized to recruit the students studied within this sample.  
Specifically, students were pursued if they demonstrated a mild-to-moderate deficiency in the 
area of literacy.  Specific subtests from the Woodcock-Johnson test were administered to the 
students from the clinic.  Students who scored below grade level expectations were looked at 
closely, as the results from these tests were analyzed.  The only exception to this qualifier was if 
a student’s decoding and word identification skills were below a second grade level as indicated 
by results from the Letter-Word Identification and Word Attack subtests of the Woodcock-
Johnson.  In addition, these test results students also required a concern regarding literacy 
performance from their parents in order to be included as a participant in this study.  There were 
three white fourth grade girls who participated in this study (Katz & Carlisle, 2009).  Their 
involvement in the study was determined as the test results were compiled and analyzed and 
parent feedback was received, (Katz & Carlisle, 2009).  Within the study, they are referred to as 
EL, SU, and KT.  All three students have a history of reading difficulties.  However, they were 
not receiving special education services during the time that this study was conducted.     
The three fourth grade girls described earlier participated in the following study, 
regarding the effectiveness of the CR program.  These three case studies met at a clinical setting, 
for twelve weeks throughout the months of January and May.  The CR program was utilized with 
these students during this time.  All students met at the same time.  Notes were recorded as to 
what occurred during each session. The two researchers met weekly to discuss student progress 
and future plans (Katz & Carlisle, 2009).  To ensure fidelity, researchers checked the results 
ENHANCING COMPREHENSION WITH TEXT-BASED DISCUSSIONS  64 
 
gathered by their colleagues.  Lastly, three of the sessions were videotaped and then analyzed by 
the researchers to evaluate the program’s effectiveness and the researchers’ ability to stay 
focused on the prepared lesson plans.  Explicit modeling by the researchers, think alouds and 
focusing on determining the meaning of unfamiliar words were all focuses of the lessons during 
this twelve week time period.  Upon review of these videotapes, complete fidelity and 
consistency to the established lesson plans was confirmed.   
In addition, various reading and language skills possessed by each student were assessed 
through their performance on various standardized assessments given as both a pre and posttest.  
The tests used were from the Woodcock-Johnson tests of reading comprehension and language.  
The specific reading subtests used were Letter-Word Identification, Word Attack, and Passage 
Comprehension.  The language subtests were picture vocabulary, oral vocabulary, and listening 
comprehension.  Finally, the researchers also used specific experimental measures throughout 
the program.  They chose eighty-two morphologically complex words from various folk tales 
that were embedded into the program.  The researchers used various methods related to the 
gradual release approach to instruction combined with the CR framework to effectively teach 
how to read these words and then understand what they mean (Katz & Carlisle, 2009).  They did 
this both with the words in isolation as well as with the words in context. 
Each student’s growth on the Woodcock-Johnson tests in both the areas of reading 
comprehension and language were analyzed.  The researchers were encouraged to learn that all 
three students made the most gains in the area of comprehension (Katz & Carlisle, 2009).  
Positive progress was also observed in the area of letter-word comprehension and some students 
continued to demonstrate positive growth on their word attack skills.  There was only one student 
who made positive gains on both comprehension and language.  However, all three students 
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studied made significant gains on the listening comprehension assessment.  The researchers 
hypothesized that the smaller growth observed on the reading test compared to the listening 
comprehension may be attributed to their noted weakness in the area of word attack skills.  In 
addition, the researchers did not anticipate that the students would make large gains on the 
vocabulary tests due to the short duration of this study.  Lastly, it was encouraging to see that all 
three girls studied made consistent gains on the oral vocabulary subtest (Katz & Carlisle, 2009). 
Positive progress was observed when assessing the students’ growth on the experimental 
measures described above.  This specifically related to reading and determining the meaning of 
unfamiliar words taken from specific stories used during the study.  The girls demonstrated the 
most significant amount of growth in their ability to read the words with accuracy and display 
knowledge of each word, when they were presented in isolation.  However, moderate progress 
was observed on the students’ ability to read a specific word with accuracy and demonstrate 
knowledge of the word’s meaning when presented in a specific context.  Katz and Carlisle 
believe that more experimental research on the close reading program should be conducted (Katz 
& Carlisle, 2009).  As the test results support, they found value in specifically instructing 
students on various morphological strategies through the gradual release approach to instruction.  
When done effectively, a struggling reader’s word reading, decoding and comprehension skills 
will improve, especially during the middle to upper elementary years. 
The implications from this study deemed the CR framework for literacy instruction 
beneficial for upper elementary students as well.  These results are especially encouraging 
because the subjects of the study have a deficiency in their literacy abilities, compared to the 
literacy skills possessed by their fourth grade peers.  Therefore, the CR method improves 
comprehension at both the primary and upper elementary grades, when taught effectively.   
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The following study analyzes how utilizing prior experiences can positively affect the CR 
abilities of all students.  Student responses to texts were specifically analyzed.  Focused attention 
was given to the texts as well as the contexts that were both relevant to today’s diverse learners, 
while also paying attention to the texts and contexts that were culturally authentic.  When the 
word “text,” was used within this study, it was referring to other means of communication such 
as art, music, and film, as well as traditional text.  They chose to do this in order to affirm their 
support of an expanded definition of the term, “literacy.”  Emergent literacy research has shown 
that both native English speaking students and ELLs, benefit from having books read aloud to 
them as well as having stories shared orally, (Hasty & Fain, 2014).  This is especially true when 
adults hold oral conversations with the students regarding the text.  Their language and 
vocabulary positively benefit from these activities.  Close reading is critically reading for a 
specific purpose.  Close reading requires readers to utilize their memory, thoughts, interpretation 
of the text, and their prior experiences in order to achieve a deeper understanding of the text.  In 
order to bridge the gap between school and home the researchers utilized a, “funds of knowledge 
approach,” to deliver their instruction.  This means that it relied heavily on utilizing the pre-
existing literacy routines of the students and their families as a resource.  Through this approach, 
teachers intentionally designed instruction focused on learning about students, their families, and 
communities.  Communities are referred to as the areas in which the students resided.  This 
approach focused on four key aspects: situated practice, overt instruction, critical framing, and 
transformed practice.  Situated practice entailed collaboration between beginners and experts.  
Overt instruction referred to intentional scaffolding of instruction which included critical 
thinking activities.  Critical framing required that a fresh look be taken at a pre-existing idea.  
Transformed practice conveyed meaning making from experience to experience.   
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The researchers believed that all students required authentic literacy experiences which 
provided opportunities for collaboration amongst their peers in order to most accurately examine 
analytical material while recognizing the present critical connections.  Under the current political 
environment, the researchers claimed that both students and parents alike felt as though they are 
powerless with the decisions made regarding curriculum.  Student responses to literature 
revealed connections between their linguistic diversity, the literature, and their identity issues.  
During this study, the researchers also acted as teachers.  They presented professional 
development to the teachers associated with the study while also teaching model lessons in their 
classrooms, one per week.  The researchers became aware of the conflicts that developed through 
the multiple roles that they held throughout the study.  However, the researchers held that the 
teachers also changed roles throughout the study as they became both analyzers and observers of 
various lessons, as well.  These dual roles caused the teachers current practices to be 
transformed.  Interviews and observations served as the main methods of data collection 
throughout this study. 
Within the study entitled, “Emergent Understandings: Multilingual Fourth Grade 
Students Generating Close Readings and Multimodal Responses to Global and Information 
Texts,” doctors Michelle Hasty and Jeanne Fain studied students at an elementary school in 
Tennessee.  The student population at this school was particularly diverse.  Nine educators from 
kindergarten through fourth grade at this school volunteered and then joined the study.  The 
principal granted permission for this study to occur.  Specifically, this study focuses on two 
fourth grade classrooms.  Within each room, there were approximately 23 students.  Due to the 
diverse population of the school, these students either spoke English, Italian, French, Arabic, or 
Spanish. Professional development was provided to the teachers, by the research team. 
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One specific text and response activity were chosen as the central focus for this study.  
The two classes read the wordless picture book, Mirror (2010), by Jeannie Baker.  Two teachers 
created various activities designed to help engage students with the text and therefore achieve a 
deeper understanding of the material.  For some of the activities, the families of English 
Language Learners (ELLs) were asked to translate the introduction to a collage into their home 
language.  One teacher worked with a small group of students, after reading the text in a whole-
group setting.  This occurred during a daily center rotation.  This small group created a “cultural 
x-ray” in order to further explore the internal and external characteristics of a person found 
within a text, in order to position him in his specific culture.  Students are required to determine 
what external characteristics to draw on a picture of this character such as clothing and hairstyle 
while also recognizing what should be placed internally within the character signifying what 
means the most to the character, such as family or education.  After completing the x-ray activity 
each child was responsible for creating a multi-media collage that represents a day in their own 
life.  This should be reflective of their culture.  The requirements were that the collage needs to 
display four parts of their day in an accurate sequence (similar to the book), an introduction to 
the collage needed to be written.  An English speaker was paired with an ELL student to write 
the introduction so that this piece of writing was a dual language experience.  A sociocultural 
perspective was utilized in order to obtain a qualitative analysis of the learners’ literacy and 
sociolinguistic abilities.  The data collected included field notes from observations in both 
classrooms from one day per week for one school year, photographs of multimodal responses, 
video, digital, and audio recordings of lessons delivered by the classroom teachers, as well as the 
researchers.  The data analysis was an ongoing process.  First, the researchers reread the field 
notes, transcribed class discussions and video transcriptions, in order to identify potential themes 
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and patterns.  As the themes emerged, the notes and transcriptions were coded.  Whenever 
possible, similar theme categories were combined to form a single code.  Finally, the researchers 
read this data through a “multiliteracies literature” lens, in order to analyze both teacher and 
student responses through a specific lens.  The researchers were able to decipher how the 
multimodal responses to the texts worked from both a critical stance and a close reading 
perspective, by completing this third analysis of the data. 
The teachers involved in this study have designed creative ways to engage their students 
with both global and informational texts.  The results of the study showed that the students acted 
as designers by connecting the new information to their own personal prior knowledge through 
intertextuality.  Families were essential in translating the collage introductions in their first 
languages.  As the collages were displayed in the hallway, the teamwork between the native 
English speakers, the English language learners and their families was celebrated through this 
approach.  Scaffolding, mentor texts, a sociocultural approach, and application of certain 
situation practice methods by the teacher were all methodologies utilized to guide student close 
reading.   These methods required the students to frequently return to the texts and use it as a 
resource.  This is an essential component of the close reading process.  The teachers asked 
students questions that required them to think critically and possibly revise their initial belief or 
idea about a specific text. 
While critical reading and close reading can coexist, they are not mutually exclusive.  For 
both types of reading to occur, the teacher needs to design opportunities for students to interact 
with high quality texts.  Through adoption of a, “funds of knowledge approach”, experienced 
learners and beginners work together as a group by utilizing the skills of student families.  
Having their language celebrated and utilized may prove to be motivating for ELLs.  Using art 
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can also help ELLs to construct meaning from a text without encountering a language barrier.  It 
is valuable for teachers to combine critical and close reading instruction in order for students to 
obtain a deep understanding of various texts.  Assessing student written responses to questions 
following critical and close reading instruction would be valuable as it would help to determine 
the effectiveness of those methods of instruction.  Finally, incorporating the use of technology 
for both art and literacy may also benefit both ELLs and native English speakers as well, while 
they are completing critical and close reading lessons.   
 This study analyzed how CR can occur through a multiliteracy approach, which requires 
students to respond to a text in a variety of ways.  Through this approach, students were required 
to choose one way to independently respond to a text. Multi-media options are typically 
included.  The goal of this approach is for all children to be able to find one method of response, 
that will allow each student to achieve literary success. The following study focuses on 
additional instructional supports that can be utilized by classroom teachers as students complete 
close readings of complex texts, independently. 
Douglas Fisher and Nancy Frey conducted the following study, “Contingency Teaching 
during Close Reading.”  The study was aimed at pin-pointing how to best support students 
during their close reading while also recognizing the actions educators should take when their 
students do not understand the material presented within a challenging text.  The Common Core 
State Standards (CCSS) require elementary teachers to instruct their students on how to 
effectively complete close readings of challenging texts, (Fisher &Frey, 2014).  Elementary 
teachers require more information on how to utilize this method of instruction appropriately 
within the classroom.  Even those classrooms that reside in an area that has not adopted the 
CCSS, requiring students to dig deeper to achieve more than just a surface-level understanding 
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of a text is essential in order to foster positive literary growth, for all students.  The primary 
means of data collection for this study was verbal interviews with the teachers, as well as 
observations within their classrooms.   The results from the interviews and observations were 
then compiled and analyzed. 
Twelve teachers were interviewed about appropriate scaffolds that they utilize while 
teaching close reading strategies.  These twelve included two teachers each from grades three 
through eight.  These teachers were chosen for the study since they are referred to as leaders in 
close reading implementation.  The study focused on these people since the researchers thought 
that they would best be able to answer the questions presented in the study.  Since this group of 
teachers had significant experience with close reading, the teachers were referred to as a 
powerful sampling, (Fisher & Frey, 2014). 
First, the twelve teachers were observed implementing a close reading lesson.  The 
researchers collected field notes during this observations focusing on the lesson flow as well as 
the students’ contributions.  Then the twelve teachers were interviewed.  A second observation of 
a close reading lesson was completed, within two weeks after each interview.  The researchers 
recorded the transcripts from each interview and completed field notes for each of the 24 lessons 
that they observed.  This data was independently reviewed, in order to identify common themes.  
A constant comparative approach was used in the analysis of the data since the researchers 
continually referred to the data for evidence or other ideas.  As themes were identified, the 
researchers discussed them, named them, and found supporting quotes from their interviews.  
Once the analysis was complete, they randomly choose four teachers to complete a member 
check.  This method was utilized in order to increase the trustworthiness of the study.  These 
teachers agreed with the analysis of the data that the researchers completed.  Two major 
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categories emerged as a result from the analysis: scaffolds used as a component of the close 
reading process and contingency teaching when students do not achieve a deep level of 
understanding.  Specifically, four main scaffolds for the close reading process were identified 
within the data: repeated reading, text-dependent questions, collaborative conversations, and 
annotations. 
Most close reading lessons resulted in students understanding complex texts through the 
products they created.  These products were anything from a written response to a debate or a 
discussion.  Whatever the final product was, students were responsible for finding text evidence 
to support their claims.  These close reading lessons resulted in students obtaining a much deeper 
understanding of the material.  The same teachers completed subsequent interviews.  Additional 
observations were done as well.  When the results from these two methods of data collection 
were compiled, it became evident that the teachers had contingency plans in mind as the students 
discussed the material and responded to various questions.   
Contingency plans related to the lesson were observed as a method of instruction, through 
the researchers’ observations.  When students were unable to achieve a deep understanding of 
the text, these plans were observed.  The analysis of the teacher interviews and observations 
confirmed that there were five main contingency plans that teachers utilized when completing 
close reading lessons.  These plans were: re-establishing purpose, analyzing questions, 
prompting and cueing, analyzing annotations, and modeling.  These contingency plans are 
utilized when students are struggling with achieving a deep understanding of a text through the 
process of close reading.  One of the listed plans was utilized so that teachers did not provide 
students with too much guidance, as that tended to give students the desired answers, according 
to the interviews and observations.  Rather, effective implementation of one of these plans 
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provided teachers with additional methods of instructing students on how to learn more from a 
complex text, through utilizing close reading strategies.  
Each of the teachers interviewed stated that CR of short and challenging texts has the 
potential to improve students’ overall reading habits.  The process of CR can easily be integrated 
into an already established literacy block.  It is essential that lessons including the CR process 
are planned well in advance of their delivery.  In addition, teachers should consider several 
different contingencies as student responses to the challenging texts may not transpire as 
expected.  Various scaffolds should be utilized during a close reading lesson and several 
different supports should also be provided to those students who still do not understand the 
material, even with the scaffolds provided.  Many contingency plans are already utilized by 
teachers and they may just require guidance on how to use these plans when their students do not 
respond to the initial scaffolds provided.  However, both the contingent teaching strategies and 
the scaffolds require students to independently interact with the text, rather than having the 
teacher interpret the text for them. 
This article focused on potential scaffolds and teaching strategies that, when used 
correctly, can support the CR process.  The following article, “Looking Inside Classrooms: 
Reflecting on the “how” as well as the “what” in Effective Reading Instruction,” addresses how 
implementation of the CR framework positively correlates with maintaining a student-centered 
classroom.  A complete reading program consists of phonic awareness, phonics, comprehension 
strategies, and fluency instruction, (Taylor, B., Peterson, D., Pearson, P., & Rodriguez, M, 2002).  
Prior research displayed that quality literacy instruction delivered via the direct instruction model 
made the goal of the lesson clear.  Students were asked questions in order to require them to 
monitor their comprehension of the material.  Students received consistent feedback, regarding 
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their literary growth.  Furthermore, effective instruction incorporated frequent teacher modeling 
and think-alouds in order to fully explain the strategies being presented.  Reading strategies were 
explicitly taught, students were actively involved in both reading and writing, and they were 
beginning to self-regulate their independent use of the strategies being presented.  The national 
study focused on school reform, within the area of reading.  Through this modeling, higher-level 
thinking strategies were constantly being shared with the class.  In addition, more small-group 
instruction occurred rather than whole-group instruction.  More active student involvement in the 
lessons resulted.   
A national study was conducted that focused on school reform, specifically within the 
area of reading.  The research was sponsored by the Center for Improvement of Early Reading 
Achievement (CIERA).  This specific study focuses on the findings from year 1.  The purpose of 
this more focused study on year one was to describe the teaching methods observed during 
reading instruction, analyze the relationships between the teaching methods utilized and the 
student growth in reading skills.  To collect data, Taylor, Peterson, Pearson, and Rodriguez 
completed observations of the selected teachers and took copious field notes on these occasions, 
(Taylor, et. al., 2002).   
There were eight schools included within the study.  All schools had a high poverty 
population of students.  Of the students studied at these schools, 68% of them were nonnative 
English speakers.  Sixty-seven students were also members of minority groups.  Five of the eight 
schools were currently implementing the CIERA School Change Framework, while the 
remaining three schools were comparison schools.  Each school instructed students in grades 
kindergarten through sixth.  Two teachers were randomly selected from each school to 
participate in classroom observations.  These teachers were required to divide their classes into 
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high, average, and low groups.  The groupings were to reflect the students’ reading abilities and 
performance throughout the year.  From these groups of students in each room, two children 
from each group, or 6 students per classroom were randomly chosen to be assessed for the study.  
These students were given a variety of reading tests in both the fall and spring.  The assessments 
given to these students varied by both grade and ability level, (Taylor, et. al., 2002).   
The selected teachers were observed, three different times throughout the year.  This 
occurred during the fall, winter, and spring. Each observation lasted for one hour each.  
Qualitative field notes were taken during these observations by literacy graduate students or 
retired teachers.  The observers were trained in the use of the CIERA Classroom Observation 
Scheme.  The notes were taken in five minute segments and were coded by a quantitative 
process.  The coding informed the researchers how many students were on task.  The researchers 
then recorded the four most prominent literacy activities that occurred during that five minute 
period.  These prominent activities were further analyzed to determine who was providing the 
instruction during that time, the materials required, the interaction style of the teacher, and the 
anticipated student responses.  Furthermore, this data was inspected to determine the relationship 
between the observed classroom instructional practices and the overall student reading growth.  
In an attempt to ensure consistency, one research team member read through all of the recorded 
observations to assess interrater reliability.  Any discrepancies were checked by a different 
member of the research team.  However, both members of the research team agreed 97% of the 
time (Taylor et. al., 2002).  Lastly, any disagreements between the first two research team 
members were resolved by a third member of the research team.  Hierarchical Linear Modeling 
(HLM) analyses were also completed in order to further analyze the relationship between literacy 
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teaching methods and students’ literacy growth.  The outcome measures for these HLM analyses 
were fluency and comprehension.   
The observed teachers received this feedback throughout the year during the fall, winter, 
and spring.  The data yielded through the observations completed, placed an importance on the 
amount of “telling” done by the teacher, as a means to share information with their students.  The 
teachers were then given the task of shifting their instructional practices to rely less on this 
“telling” approach, during their literacy teaching.  The remaining observations tracked whether 
or not this shift in literacy instruction occurred.  Consequently through this shift, the researchers 
predicted that overall student literacy performance would improve, (Taylor, et. al., 2002).   
The study showed that students made fewer literary gains when the teacher told them 
specific information such as an answer or where to find the answer, compared to when they were 
required to find the information independently.  Continually providing students with answers or 
information will eventually take away their motivation and confidence to do so on their own, in 
the future.  Students should be supported by the teacher to complete tasks in which they are 
required to find textual evidence to support an answer.  The data from this study supports that a 
student-supported classroom correlates to higher student performance on various literary 
assessments, (Taylor, et. al., 2002).  Close reading is an instructional method that requires 
students to use the text as a resource, while also being supported by the teacher throughout the 
process. 
Professional Development Opportunities 
The GR approach, text-based discussions, and CR methodologies are beneficial for 
increasing the comprehension skills of all students.  However, it is essential to provide educators 
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with opportunities and trainings that fully explain the research behind these methods and how to 
implement these programs with success for talented and gifted (TAG) students, average level 
students and students with a literacy deficiency.  Consistency and scaffolding of student learning 
are beneficial for all students, especially ELLs and students with a learning disability (LD) in the 
area of literacy.  The following studies detail specific methods and professional development 
opportunities designed to increase the motivation and confidence of both the teachers and 
students.  Typically, this transfers to positive growth in student literacy skills, specifically in the 
area of comprehension. 
English Language Learners (ELLs) are commonly labeled as struggling readers.  Since 
the No Child Left Behind Act in 2001, ELL students have been expected to master the same 
expectations as their native English speaking peers (Howard, 2012).  This led to careful 
monitoring of those students who academically struggled in school.  Alarmingly, in reading, this 
group was comprised largely of ELLs.  Research supports that this is in large part due to ELL 
students learning a new language while simultaneously learning specific content vocabulary 
within this new language as well (Howard, 2012).  In addition, to explicit vocabulary instruction, 
ELL students typically require phonics, fluency, and comprehension reinforcement as well.  The 
purpose of the study, “ELLs Perceptions of Reading,” conducted by Rachel Howard was to 
gather information regarding the ELL students’ perceptions on the teacher and parent supports 
they receive, their self-image as a reader, as well as their book preferences in order to best 
inform the teachers on how to encourage these ELLs to improve their reading abilities, (Howard, 
2012).  Through increasing an ELLs motivation as well as their reading ability, their conceptual 
knowledge will improve, therefore lessening the gap between the ELLs and native English 
speakers (Howard, 2012).  As the amount of ELL students in the United States increases, this 
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gap created a necessity for their teachers to obtain a skill set focused on supporting the reading 
and motivation of the ELL students.  These teachers need to determine the right combination of 
conceptual knowledge, academic vocabulary, and strategy instruction in order to support these 
ELL students.  Teachers should take the information regarding what actually worked with what 
these students preferred to achieve the most improvement in their reading skills.   
The primary means of data collection for this study were individual student interviews.  
An analysis of their library records was also conducted.  Finally, student involvement with the 
Accelerated Reader (AR) and Texas Readers are Leaders (TRL) programs, were also examined. 
The group studied consisted of three fourth grade ELLs.  All three were ELL students 
enrolled in the researcher’s ELL classroom in the southwestern region of the United States.  Two 
of the students were Spanish speaking females who emigrated from Mexico.  The remaining 
student was male with a home language of Hindi.  These students were identified as having 
limited English proficiency on the test of oral language proficiency utilized by the district.  These 
students spent the past 2-3 years participating in an English as a second language (ESL) 
classroom to assist in positively developing their language skills.  In addition, all three students 
completed the ITBS language assessment which also labeled all of them as struggling readers.  
This test is nationally-normed (Howard, 2012).   
First, the researcher conducted a 20-30 minute interview with each of the three students.  
Permission was granted from the individual students, their parents, and their teacher for these 
interviews to occur.  The interviews were recorded, transcribed and analyzed.  The questions on 
this interview focused on their reading preferences, literacy history specifically focusing on how 
they learned to read and their reading habits at home.  Next, the questions shifted to their 
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perceptions regarding the current reading support they received as well as how they chose their 
books.  Finally, the students were asked to express their opinions on the reading programs that 
they participated in.  The researchers’ goal for these interviews was to determine what motivated 
these students to read, why they read, and how educators can better support ELL students and 
their reading development within the classroom (Howard, 2012).  The researcher formed a large 
chart for each student based on their responses to interview questions.  On each chart, she 
determined recurrent themes and color coded them in order to categorize the responses into the 
specific themes of preference, support, self-image, motivation, and programs.  Common trends 
and other important information was circled and discussed within each student’s summary.  
The researcher obtained the students check-out logs for the school year from the school 
librarian (Howard, 2012).  This information was valuable to support the findings from the 
interviews as well as to direct the future of these case studies.  All three students also utilized the 
AR and TRL programs.  Student performance on these two programs, were also obtained and 
analyzed.  The books recorded on these lists were also analyzed.  Any books that were part of the 
AR or TRL program were highlighted.  In addition, all books on the lists were labeled according 
to the Dewey Decimal System.  The students also recorded their perceptions of the book after 
reading it, indicating whether they liked it or not.  Students also indicated whether it was 
assigned reading, they wrote an X if they didn’t read the book, and a question mark if they could 
not remember reading the book.  Tables were constructed from these results.  The process of 
triangulation was utilized to compare the findings and trends from the library book data 
compared to the interviews in order to generate results (Howard, 2012).     
It was consistently observed that these students relied heavily on peer recommendations 
when selecting books to read.  This was indicated on the interviews and through the analysis of 
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the ELLs library habits.  In this study, all students had a high interest in fiction books as well as 
graphic novels.  While the students did not feel programs such as AR and TRL are sources of 
motivation for them to read, they have read a significant amount of books as participants in these 
programs.  The students noted that parent influence was the main reason that they read outside of 
the school day (Howard, 2012).     
This study describes the need for teachers to build a sense of autonomy and self-efficacy 
within the ELL students as well as within their classrooms.  However, teachers should be 
provided with specific strategies in which to do this effectively.  Specific programs should be 
evaluated, especially those commonly used at particular levels, in order to determine if they are 
as worthwhile to use with the ELL student population.  Determining and utilizing specific 
programs and strategies that interest ELL students within the classroom will serve as a positive 
source of motivation for these students.   This will assist ELLs in developing a stronger desire to 
read.   
It is equally important for teachers to be provided with professional development 
opportunities regarding various methods designed to teach students performing at levels 
significantly lower than their peers.  This is especially true for general education teachers, as 
typically there is little Special Education support provided for students with a reading disability 
(RD) during science and social studies instruction.  The following study, “Collaborative 
Strategic Reading: “Real-World” Lessons from Classroom Teachers,” details a strategic reading 
program designed to meet the needs of those students performing below grade level.  It also 
discusses the implications for future professional development that should be provided to 
teachers in order to most effectively deliver this curriculum, (Klinger et al., 2004). 
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Extensive research has been conducted on effective reading interventions for students 
with RDs such as phonemic awareness however there was much LESs of a focus on reading 
comprehension.  While the need for students with a RD to understand and learn from what they 
read has increased, research on reading comprehension, especially with expository texts has 
lessened (Klinger et al., 2004).  Students with a RD need to acquire specific strategies to help 
them understand expository texts because they are commonly included in general education 
classrooms where they are expected to read and learn from texts.  Typically, there is little to no 
Special Education support within these classrooms, especially during science and social studies 
instruction.  Research supports that teachers are in need of instructional practices that provide 
them with tools to increase the outcomes for all students in their classroom, especially in the area 
of reading for meaning (Klinger et al., 2004).  Therefore, Collaborative Strategic Reading (CSR) 
was created for students with behavior, learning, or reading deficiencies who are in the general 
education classroom, as a means to facilitate reading comprehension.  This program includes 
reciprocal teaching and many other methods associated with effective instruction such as 
interactive dialogue, group work, and use of reading strategies.  Through the CSR approach, 
students learn specific strategies such as predicting, monitoring their understanding of the 
material, finding the main idea and creating questions to review the key ideas.  Students are also 
required to work in small groups where each student is assigned a critical role.  The four 
comprehension strategies mentioned are first taught to the class as a whole group.  Once they 
become proficient and confident in their strategy usage, they are then divided into smaller groups 
to practice these strategies with an expository text (Klinger et al., 2004). 
Several studies were conducted regarding the use of CSR within the general education 
classroom.  While the program is associated with positive reading comprehension growth, there 
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were some problems associated with the program that warranted further investigation.  Several 
teachers have indicated that the program is difficult to learn and implement within their 
classrooms.  Also, CSR requires that teachers understanding the importance for students to 
cognitively monitor the text along with utilizing strategic learning within the classroom.  
Teachers also need formal instruction on how to best teach strategic reading strategies to 
students.  This study’s purpose was to determine the effectiveness of CSR by comparing it to 
classrooms with no CSR implementation (Klinger et al., 2004).  These classrooms contained 
students with learning disabilities (LD) as well as low achieving, average, and high achieving 
students.  The student also sought to determine the strategic knowledge acquired by LD students 
through CSR as compared to LD students in rooms with no CSR implementation, and the 
teacher’s ability to effectively use the CSR method while facing various real-world challenges.  
Finally, the manner in which teacher characteristics affected student learning and use of complex 
comprehension strategies was also a focus of the study. 
To collect data, specific teachers were assigned to either utilize the CSR method or to 
teach reading strategies utilizing their traditional methods.  Teachers in both classrooms were 
formally observed and videotaped as well.  The results were analyzed and constructive feedback 
was given to guide their future instruction.  Students were given a pre and post assessment on 
specific sections of the Gates-MacGinitie assessment.  In addition, students were given Prompted 
Think-Aloud Strategy Interviews to gather an understanding of their independent use of various 
reading strategies and whether they were able to apply their to their own reading, or not. 
This study was conducted in ten classrooms across five schools located within the 
southeastern United States in a large metropolitan school district.  The school population 
comprising all schools was mainly Hispanic with ranges from 92%-97%.  Of these students, the 
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range of these students considered to be limited in English proficiency ranged from 25.6% to 
51%.  Lastly, the percentage of these students who received free or reduced lunch was 76.1% to 
83.9%.  In two schools, five of the teachers were instructed to utilize the CSR condition, and in 
three schools another five teachers were directed to use a controlled condition.  The two schools 
utilizing CSR had the highest percentage of students receiving free and reduced lunch.  All 
students in each school were taught throughout the day in English and all students read in 
English.  The school district was transitioning from a whole-language to a balanced approach to 
literacy instruction during the year in which this study was conducted.   
The number of students in each classroom ranged from 26 to 34.  The researchers 
obtained permission for 69%, or 211 students, of these students to participate in the study.  There 
were 113 students in the treatment group and 98 students in the control group.  Students were 
labeled as low achieving (LA), learning disabled (LD), or average (AA) to high achieving (HA).  
Students were labeled as LA if they earned a raw score below 21 or 22 on Forms K or L on the 
Gates-MacGinitie examination which was administered by the researchers.  In addition, their 
teachers also identified them as low achieving.  Students were labeled as LD based upon the 
state’s identification criteria.  All other students were either identified as AA or HA. 
Within the experimental classes, the teacher’s years of experience ranged from one to 
twenty-nine.  In the control classes, the teacher’s years of experience ranged from two to thirty-
two.   All educators were certified to teach Elementary students however no educators had a 
special education degree.  In addition, one teacher in each condition had a license to teach ELLs.  
Three teachers in the control condition earned an advanced degree compared to one teacher in 
the experimental condition.  Teachers were assigned to conditions based upon their years of 
experience, educational degrees as well as the student demographics. 
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 The teachers utilizing the CSR approach attended a full day of professional development 
in order to prepare for implementation.  Once confident in their abilities to do so, these teachers 
were asked to implement the CSR program twice per week.  The researchers then observed the 
teachers’ implementation to ensure fidelity of the program while also providing them with 
constructive feedback for future lessons (Klinger et al., 2004).  On the other hand, the control 
teachers were asked to teach as they usually would, with whatever materials are available to 
them.  These teachers were observed at least three times each during social studies instruction.  
During one of the formal observations, the teachers were videotaped to ensure accurate 
reporting.  While some aspects of their implementation varied, all teachers reviewed the 
vocabulary related to the passage that students were to read during at least one of their 
observations.  Four of the five control teachers required students to complete some sort of hands 
on project while being observed.  Textbooks were used at least once when observed.  The 
teachers instructed the students to read the text in a variety of ways such as aloud to the class 
while taking turns, or independently.  Other teachers read the text aloud to the students.  Only 
one teacher explicitly taught comprehension strategies.  This teacher was perceived as the 
strongest teacher in the control group.  The teachers being trained in CSR were also group-
administered the Gates-MacGinitie test in September, prior to them being trained in CSR and 
then again in April.  Level 4 of the Comprehension section of the Gates-MacGinitie test was also 
administered to all students.  All scores on this assessment were entered into a database and the 
information was then analyzed.   
All students also participated in the Prompted Think-Aloud Strategy Interview.  During 
this assessment, students were required to read aloud an expository text passage.  At specified 
times; the test administrator would interrupt them to ask what they were thinking or what they do 
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to make sure they understand the material.  These interviews were audio-recorded and student 
responses were also recorded in writing.  At the end of the year, students with LD also completed 
this interview in sessions that lasted approximately 15 minutes.  Student responses were graded 
on a rubric with a maximum score of 26.  The rubric was divided into three sections: pre reading, 
during reading, and post reading strategies.   
The videotapes of the social studies lessons that the teachers submitted were carefully 
analyzed.  The researchers took extensive notes based upon written prompts that were organized 
by four topics: the classroom’s physical environment, description of the lesson, students’ 
behaviors and teachers’ behaviors (Klinger et al., 2004).  The note taking was done in order to 
best describe the ways in which the teachers facilitated comprehension and knowledge 
acquisition.  One observation was also conducted during each teacher’s language arts time to 
gain a better idea of their reading instruction.   
Implementation Validity Checklists (IVCs) were also completed for teachers 
implementing CSR.  This was done in order to perform an objective assessment analyzing to the 
degree in which teachers implemented components of the program.  In addition, teachers also 
kept implement logs describing their implementation of CSR.  Pre and post interviews were also 
conducted with each teacher and conversations were held with teachers during the researchers’ 
observations.  The pre-interview was designed to gather information regarding how and when 
each education taught comprehension strategies, the content and structure of each teacher’s 
social studies lessons, and how students with disabilities were accommodated.  The five 
experimental teachers were asked additional questions about CSR relating to how familiar they 
were with the program.  The post-interview questions differed for each teacher.  The purpose of 
this interview was to obtain information not observed during the classroom observations.  In 
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addition, the CSR teachers shared the challenges they experienced with the program, the degree 
to which they found the program effective, how they would modify it for future instruction, and 
whether they plan to use it in the future or not.  The interviews were both tape recorded and 
transcribed. 
Two researchers randomly selected transcripts and notes which were read to determine 
themes common across all of the data sets.  A data summary for each teacher was then created 
around these themes.  Upon reviewing these summaries for each teacher, some informational 
gaps were observed.  The post-interview questions were developed in order to fill these gaps 
(Klinger et al., 2004).    
Students within the CSR classrooms displayed larger growth in reading comprehension 
than those students in rooms where CSR was not implemented.  Student performance on the 
Gates-MacGinitie test who received CSR instruction was significantly higher than the students 
who did not receive this instruction.  When scores were compared by both achievement level and 
condition, students in the CSR rooms also displayed higher gains. However, there was variation 
in student comprehension gains.  Generally, teachers who implemented CSR frequently and with 
extreme validity achieved higher levels of student comprehension than those who implemented 
with less frequency and validity.  Interestingly enough, the classroom with the largest amount of 
growth was from a teacher who was a CSR implementer; however the program was implemented 
with little validity. Students with an LD diagnosis enrolled in a CSR classroom demonstrated 
greater gains in strategic knowledge than their peers in control classes, based upon their answers 
to the prompted think-aloud interview.  Students enrolled in the classroom with the highest level 
of implementation of the CSR program demonstrated the greatest gains in their strategic 
knowledge. Through this study, it was observed that teachers’ implementation of CSR varied 
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greatly.  This variation may be partly related to unclear expectations regarding classroom 
management and teacher uncertainty regarding how to differentiate reading instruction when 
implementing the CSR program. It may be valuable for future research to focus on whether 
support in relation to classroom management is necessary as teachers implement complex 
interventions.  In addition, a teacher’s years of experience should be taken into account when 
determining the factors that promote or inhibit implementation of specific comprehension 
strategy interventions. 
While the classrooms where CSR was implemented yielded the most positive growth in 
the area of student reading comprehension abilities, it is evident that a program becomes the 
most successful when there is “buy-in” from all teachers using it.  Through this willingness and 
eagerness to use the program, teachers are motivated by the instructional methods provided 
within the program’s structure.  However, this “buy in” cannot be obtained without extensive 
professional development provided to the teachers before they are expected to implement it 
within their classrooms.  Not only would this motivate teachers to utilize a particular program, it 
would also guide educators to implement the program with consistency and fidelity so that as 
students, particularly those performing below grade level expectations, advance through the 
grades, they are presented with similar instructional methods which will allow them to achieve 
the most success. 
Conclusion 
All of these studies emphasize how the GR model can facilitate other instructional 
frameworks, which require the students to interact with the text.  A strong literacy program 
taught by knowledgeable and motivated teachers, utilizing the GR model as a framework for CR 
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(Katz & Carlisle, 2009), text-based discussions (Kucan et al., 2011), and other methodologies to 
best meet the needs of all students in the general education classroom (Klinger et al., 2004), is 
the focus for this research. The metacognitive skills associated with these strategies improve 
comprehension, (Fisher & Frey, 2012). It is important for teachers to determine which 
methodologies to use at specific times and grade levels, to meet the needs of all students.  Once a 
specific methodology is chosen, it is vital for the teachers utilizing it to receive extensive 
professional development on the structure of the program so that they can implement it with 
fidelity, (Klinger et al., 2004).  However, to maintain consistency, it is essential that teachers 
utilize a similar model, sequentially throughout grade levels to strengthen the self-confidence of 
all students (Klinger et al., 2004).  The teacher needs to evaluate each child and assess their 
needs before determining which instructional methods they will utilize within the classroom 
(Klinger et al., 2004).  Whichever strategy is chosen, the teacher needs to require that students 
interact with the text on a frequent basis (Fisher & Frey, 2012).  While there is not one method 
that will work for all students each year, it is necessary for teachers to be provided with frequent 
professional development on various methodologies and strategies available to them so that 










 Implementation of close reading and text based discussions are two instructional 
practices aimed at strengthening student understanding of a text through using it as a resource to 
build independent comprehension skills.  Through completing frequent close readings, students 
will build self-confidence in utilizing the necessary habits of effective readers, especially when 
presented with a complex text (Fisher & Frey, 2012).   The close reading (CR) framework 
strengthens the child’s ability to locate and use textual evidence in order to assist them in 
developing solid comprehension of the material.  Text clues are utilized by the student to help 
determine the meaning of unfamiliar words encountered within a text (Fisher & Frey, 2010).  
When utilized on a consistent basis through the gradual release approach to instruction, students 
will develop effective and consistent habits to use when independently reading a variety of 
genres.  Since the English/Language Arts portion of the Common Core State Standards (CCSS) 
focuses heavily on students being able to independently analyze and demonstrate understanding 
of texts from a variety of genres (CCSS, 2014), it is the teacher’s job to provide them with 
strategies to effectively do so.  Instructing children to become close readers through the 
utilization of text based discussions (TBDs) is one research-based method educators can utilize 
(CCSS, 2014), in order to prepare students for this new rigorous literacy curriculum while also 
having them develop quality habits to use when independently reading a variety of genres.  
Therefore, the purpose of this study is to increase student comprehension through effective use 
of various CR strategies, including TBDs.  I will be meeting with this group of students every 
day, for thirty minutes, for a duration of eight weeks.   
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Students were introduced to these CR strategies through various graphic organizers and 
implementation of TBDs.  The study incorporated the graphic organizers throughout the eight 
week period.  Traditional guided reading group instruction and dialogues occurred during weeks 
one through four of the study.  There were specific goals and a TBD structure to the lessons 
occurring during weeks five through eight.  Furthermore, it is imperative that educators instruct 
students to use the text as a resource when sharing ideas and answers in a group setting, or a 
TBD.  In order for students to become comfortable with relying on the text as a resource, 
teachers should constantly model the actions and higher-order thinking associated with citing 
specific textual evidence and then verbally sharing that information with the group (Hall, 2012).  
The TBDs occurred on a daily basis during weeks five through eight of the study.   One of these 
dialogues were transcribed and analyzed at the end of weeks five through eight, in order to best 
track student literacy growth, I transcribed these conversations in order to track the quality of 
student responses, along with the frequency in which these advanced responses occurred for each 
student.  This assisted me in tracking which students were actively involved in the TBDs and 
which were not.  Therefore, at the conclusion of the study, there were a total of four transcribed 
and analyzed conversations.     
 Throughout the study, the students and I utilized the levelled readers associated with the 
Reading Wonders literacy curriculum (McGraw-Hill, 2014).  These readers provided the content 
for the CR lessons, graphic organizers and TBDs to be completed.   The small group completed 
the weekly Reading Wonders assessments (McGraw-Hill, 2014) at the conclusion of each week 
during the study, in order to gather additional data.  These assessments provided students with a 
text of the same genre that I focused on with them during the week, along with questions to 
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reinforce the comprehension strategies focused on during the CR lessons, graphic organizers, and 
TBDs.   
After the eight-week study, the PR scores on the Standardized Test for Assessment of 
Reading (STAR) for this small group should potentially increase.  Therefore, student progress 
will be monitored by having them complete the STAR Reading Assessment at the start of the 
study, at the mid-point of the study, and finally at the conclusion of the study.    Combined with 
the graphic organizers, and weekly test results, this data best determined if student 
comprehension skills increased, due to their involvement in various TBDs, as well.  The data 
remained anonymous as student responses were coded and student names were removed. 
Sample Population 
 The five students that I worked with were all second grade students at Lakeview 
Elementary School.  Student 1 and Student 4 were female; Student 2, Student 5 and Student 3 
were male.  Of the five students, none of them had an Individualized Education Plan (IEP).  
However, all students have participated in prior Response to Intervention (RtI) groups with a 
focus on literacy, over the past year and a half, in both first and second grades.  These RtI groups 
met during the kindergarten through second grade specified 30 minute Target Time window on a 
daily basis, for a duration of eight weeks.  Target Time is a term used to signify the designated 
RtI blocks of time within the Lakeview Community School District (LCSD).   In addition to the 
RtI groups, Student 3 worked one-on-one with our reading specialist, during his first grade year, 
in order to assist him in acquiring the English language since he is an English Language Learner 
(ELL).  
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I analyzed the second grade student performance on the STAR Reading Assessment from 
the September test date, for the entire grade.  The five students who formed the focus group for 
the study scored well below our established second grade “basic benchmark” for September by 
earning less than a 69 as a PR score.  Student 1, Student 4, Student 2 and Student 5 are students 
assigned to my second grade class and Student 3 is an ELL, in another second grade homeroom.  
Student 1, Student 4, Student 2 and Student 5 are native English speakers and they also speak 
English at home.  While Student 3’s native language is Spanish, both Spanish and English are 
spoken at home.  His mother and siblings are learning English as well and therefore they have 
started to communicate in English at home, but his father only speaks Spanish.  Therefore, since 
Student 3’s homeroom teacher agreed that he would also benefit from this group within my 
homeroom, she agreed to let him participate in this research study.  Student 3 missed 8 days of 
the study which was the most days missed by any student.  Student 1 also missed 6 days of the 
study due to a pre-scheduled vacation.  However, Student 2 and Student 5 missed two days 
throughout the study while Student 4 only missed one day.  For the purpose of maintaining 
fidelity and accuracy with my data collection, students were required to complete the work that 
they missed for any absence during the remaining meeting dates of the study.   
I sent home a letter to all parents and students involved in the study, formally asking all 
parties involved to sign this letter, giving their consent to participate, or have their child 
participate in my study.  All of the parents and students returned the permission slips which were 
signed by both parties, indicating their willingness to participate in the study.  
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Procedures 
 As required by the LCSD, each second grade class across the district is required to 
administer the STAR Reading Assessment tri-annually, in September, January, and May.  Based 
upon the results of the September assessment, all five students’ PR scores on the STAR Reading 
Assessment labeled them as being in need of some literary intervention.  Since the STAR 
Reading Assessment was the universal literacy screener used within the LCSD, this assessment 
was used throughout the study.  Since the five students within the sample population displayed 
that they would benefit from a literacy intervention, the study started with each child 
electronically taking the STAR Reading Assessment.  In addition, the group completed the 
assessment again at the middle and end of the research study as well, in order to formally 
monitor student growth in their comprehension skills.  The first assessment took place during 
week one of the study, the second assessment took place during week four of the study and the 
final assessment took place during week eight of the study.  Specifically, student PR scores were 
analyzed.  After the third administration of the STAR Reading Assessment, I looked for students 
PR scores to be at or above a 41, which is correlated to the “basic” or “watch” category, within 
the LCSD.  This “watch” category refers to those students who were at risk of falling behind or 
failing to meet the grade level expectations for specific subjects.  Specific RtI groups from as a 
result of these scores.  
In addition, I administered the formative and weekly Reading Wonders (McGraw-Hill, 
2014) assessments during our group meetings, at the end of each week during the study.  These 
tests were collected and analyzed in order to monitor student retention of the CR strategies.  
These assessments provided students with a text similar to that which they utilized throughout 
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the week, as well as questions that tested their knowledge of various comprehension strategies 
focused on during the study. 
Various work samples, such as graphic organizers utilized within the small group setting, 
were also collected throughout the study to qualitatively track student progress throughout the 
eight week period.  Finally, I transcribed one of our text based discussions during weeks five 
through eight of the study.  This helped to determine who was an active participant, someone 
who verbally participated in the dialogue by connecting the text to their utterances, and who was 
not, while also allowing me to analyze the quality of their contributions to the discussion.  These 
discussions lasted approximately 15 minutes and occurred before the weekly Reading Wonders 
assessments, during weeks four through eight. I acclimated students to the process of TBDs 
through explicit modeling and use of the gradual release approach to instruction.  These 
discussions became somewhat student led by the end of the study. 
Data Collection 
 I had the small group of students complete the STAR reading assessment at the 
beginning, middle, and end of the research study.  The first STAR assessment was given during 
week one of the study.  This occurred the week of January 19, 2015.  The second STAR 
assessment was given during the week of February 16, 2015.  This correlated to the assessment 
being administered at the end of week four of the study.   The third and final STAR assessment 
was administered at the conclusion of the study, or after week eight.  This assessment was given 
during the week of March 9, 2015.   After these three assessments were given, I compared their 
PR scores on each of these assessments to best monitor their progress and overall literary growth 
throughout the study.  
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Throughout the eight week study, students within the focus group completed various 
graphic organizers. As displayed in the appendix, the graphic organizers depicted or further 
developed various comprehension strategies.  These graphic organizers were completed to 
reinforce various comprehension strategies.  As a group, the students relied on the Reading 
Wonders levelled readers (McGraw-Hill, 2014), in order to complete the graphic organizers 
described above by citing these texts for evidence in order to back up their claims. The 
comprehension strategies students focused on during weeks one through four were compare and 
contrast, author’s purpose, cause and effect, and main idea and detail. The comprehension 
strategies emphasized during weeks five through eight of the study were theme, point of view, 
compare and contrast, sequencing, main idea and detail, and problem and solution.  The graphic 
organizers strengthened student understanding of these comprehension strategies.  These graphic 
organizers were collected in order to serve as examples of how each child’s comprehension skills 
have developed over the eight week period.  Therefore, student STAR scores served as one 
source of data while the graphic organizers were another.   
In addition, I administered the formative weekly tests from the Reading Wonders 
curriculum (McGraw-Hill, 2014), to the focus group, at the end of each week during the study.  
These weekly tests consisted of a text which reinforced the genre studied each week.  Ten 
multiple choice questions followed each story.  These questions reinforced specific 
comprehension, phonics, and grammar concepts focused on during each week of the study.  The 
genres studied during the eight week period included expository, realistic fiction, nonfiction, and 
narrative nonfiction.  Some genres were repeated and therefore reinforced, throughout the eight 
week period.  I collected and analyzed their weekly assessments to obtain an additional source of 
data.  This analysis allowed me to monitor each student’s retention of the CR strategies, as well 
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as how they applied them to their independent work.  In addition, if student results on these 
assessments displayed a deficiency in a specific comprehension skill or phonics concept, then 
that became a specific focus for our future group meetings, as I reintroduced that type of graphic 
organizer.   
Finally, I transcribed one TBD per week during weeks four through eight of the study.  
These TBDs occurred after our week four Reading Wonders assessment.  In this way, I was able 
to compare the rate of student comprehension growth from weeks one through four where typical 
guided reading instruction and dialogues occurred, with those results from weeks four through 
eight in which specific TBDs occurred.  These TBDs were analyzed for two purposes.  First, I 
analyzed the amount of teacher and student talk within each TBD.  This helped to determine 
whether the teacher or student spoke for a greater percentage during each TBD.  Furthermore, I 
analyzed the type of questions asked and the responses given as well.  In addition, the TBDs 
were also transcribed and analyzed to determine the amount of verbal contributions to the TBDs 
from myself and the students.  I found it valuable to analyze the TBDs in both manners in order 
to analyze who the active contributors to the TBDs were, along with the quality of their 
questions and responses, while also focusing on the nonverbal actions that some group members 
made, in an attempt to participate in the TBD to some capacity. 
Conclusion 
 Familiarizing students with the concept of CR through the framework of a TBD are two 
research based methodologies designed to deepen student comprehension skills.    As students 
are required to independently read and analyze complex texts through repeated readings as stated 
in the Common Core State Standards (CCSS, 2014), instructing students to complete a CR of a 
text while discussing it through a TBD is an effective use of instructional time.  It is most 
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valuable to integrate the concepts of CR and TBDs through literacy instruction via the gradual 
release approach.  Providing students with explicit modeling of a specific comprehension 
strategy and then allowing them to practice this skill with guidance before requiring them to 
demonstrate understanding of it independently sets them up for literary gains.  The specific 




















Incorporation of close reading (CR) strategies into daily literacy instruction through 
implementation of the gradual release approach, assists students in becoming capable of using 
various comprehension strategies independently and with accuracy.  Through this eight week 
study students utilized levelled readers, from the Reading Wonders literacy curriculum 
(McGraw-Hill, 2014), which required them to utilize various comprehension strategies.  
Throughout the study, students were responsible for completing various graphic organizers to 
reinforce their understanding of the strategies, while also reinforcing the importance of 
referencing the text as a resource.  Combining instruction of these CR strategies within the 
structure of a text-based discussion (TBD) further strengthened student knowledge of these 
various comprehension strategies and in turn, they became more confident in applying them to 
their daily independent reading.   The purpose of this study was to determine how much the 
student’s reading abilities and comprehension skills increased through the incorporation of TBDs 
into daily small group instruction.  During weeks one through four traditional guided reading 
instruction occurred.  During weeks five through eight, TBDs ensued with a focus on a specific 
comprehension strategy.  In order to monitor student growth, they completed the STAR Reading 
assessment during the first week, after the fourth week, and after the eighth week.  In addition, 
various graphic organizers were completed throughout the study and they were in turn collected 
and analyzed.  The weekly Reading Wonders assessments were given at the conclusion of each 
week during the study.  Finally, one TBD was transcribed and analyzed at the conclusion of 
weeks five through eight.  Through comparing the results from weeks one through four with 
those achieved in weeks five through eight, it is clear that all students within the focus group 
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made positive growth in their retention of various comprehension strategies.  Consequently, it 
was evidenced through their assessments and various work samples, that they are better able to 
apply them independently to their daily work, after the conclusion of the study.   
Assessment Process 
 
 Since the Lakeview Community School District (LCSD), utilizes the STAR Reading 
Assessment as their universal literacy screener, all five members of the focus group completed 
this comprehensive and electronic assessment during week 1 of the study, or during the week of 
January 19th.  This score served as their pre-intervention PR (PR).  After weeks one through four 
of the study occurred, students completed the STAR Reading assessment again.  Specifically, 
this assessment was given during the week of February 16th.  This score equated to their mid-
intervention PR.  Finally, after weeks five though eight of the study concluded students took the 
STAR Reading assessment a final time.  This final STAR assessment was administered during 
the week of March 9th.  This score served as their post-intervention PR.   
 Throughout the study, students received small group instruction aimed at increasing their 
independent comprehension skills through use of various close reading (CR) strategies.  For the 
duration of the study, students utilized several graphic organizers as a resource in which to 
organize their thoughts, combined with textual evidence in order to achieve a deeper 
understanding of the text.  Some of these graphic organizers focused on compare and contrast, 
author’s purpose, point of view, and main idea and detail.  As the small group instruction 
transitioned to include focused text-based discussions (TBDs), during the second half of the 
study, students started to rely on these graphic organizers for information and ideas as to what 
they could orally contribute to the dialogue.  The graphic organizers were collected and analyzed 
to determine the amount of words recorded on each graphic organizer as well as the amount of 
ENHANCING COMPREHENSION WITH TEXT-BASED DISCUSSIONS  100 
 
times each student referenced the text for assistance with spelling key vocabulary words 
associated with the content of each text.  
 
 Throughout the eight week study, students completed the weekly summative Reading 
Wonders (McGraw-Hill, 2014), reading tests.  These tests were completed after each week of 
instruction, which correlated to five days of instructional time.  The tests administered spanned 
from unit 3, week 1 through unit 4, week 3.  The reason for choosing these units and weeks was 
because they were reflective of the instruction delivered to the focus group through use of the 
Reading Wonders (McGraw-Hill, 2014) levelled readers.  These summative assessments 
reviewed the comprehension strategies, genre, phonics and grammar concepts focused on during 
our small group instruction.  Students were presented with a short text of the same genre covered 
throughout our small group instruction during that week.  The five students were required to read 
through this text independently.  Ten multiple choice questions followed the selection.  
Typically, about 5 of the 10 questions required the students to look back in the text to find the 
answer, using it as a resource.  Each week, I encouraged students to look back in the text, when 
applicable, and physically highlight the answer when it was located.  This small activity was 
promoted as it would help to strengthen their understanding that the text is a resource and should 
be used as such.  Some of the questions for which the students were required to locate textual 
evidence on the assessments focused on cause and effect, main idea and detail, or determining 
the author’s purpose.  The remaining five questions reviewed various word, phonics, or grammar 
concepts focused on during the week through our small group instruction.   
 Traditional small guided reading group instruction occurred during weeks one through 
four of the study.  Therefore, traditional dialogues relating to the texts at hand ensued.  However, 
during weeks five through eight, focused TBDs were integrated into our thirty minute, daily 
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instructional time.  These TBDs had a specific focus and therefore I, as the instructor, was able to 
guide the conversation to take a certain direction.  The focus of our TBD for week five was point 
of view, week six was compare and contrast, weeks seven and eight were problem and solution.   
Analysis of the Data  
Student performance on the STAR Reading Assessment for the beginning, middle and 
end of the study dates are depicted in the table below.   
Table 1 
STAR Reading Assessment Scores 
 
All students made positive gains in their PR scores, throughout the study.  Student 5 
achieved the highest amount of growth by increasing his PR by 50 points from the assessment at 
the beginning of the study, to the assessment at the end of the study.  Student 3 achieved the 
smallest amount of growth by increasing his PR by two points, throughout the duration of the 
study.  It is important to note that student scores were overall the highest during their final STAR 
assessment completed at the end of week eight of the study.  This was after four weeks of 
structured TBDs had occurred. 
 Student 1 Student 2 Student 3 Student 4  Student 5 
Initial PR in 
January 
56 39 43 45 14 
Mid PR in 
February 
73 30 38 44 18 
Final PR in 
March 
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The initial PR and mid PR STAR Reading scores obtained during weeks one through four 
of the study, and the mid PR and final PR scores achieved during weeks five through eight of the 
study served as one data source.  The TBDs occurred during weeks five through eight of the 
study.  Therefore, I compared the rate of growth that the students achieved between their initial 
and mid PR scores on the STAR Reading assessment to those PR scores they earned on the 
STAR Reading assessment after weeks five through eight.  This progress is detailed in the 
following table. 
Table 2 
STAR Reading Assessment Scores 2  
 
As Table 2 displays, all students’ average scores from weeks five through eight are 
higher than their average scores earned during weeks one through four of the study.  Since the 
TBDs occurred during weeks five through eight of the study, it is evident that the students 
benefitted from participating in them, since their average PR scores were significantly higher 




4 (initial PR 
score/mid PR 
score) 




8 (mid PR 
score/final PR 
score) 







+3.5 +7.5 +1 + 9.5 +25 
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than their averages from weeks one through four, when no TBDs were implemented.  
Specifically, Student 5 achieved the greatest amount of growth in his PR scores with an increase 
of 25 points.   
The various graphic organizers that the students completed throughout the study were 
also collected to serve as another data source, to best track overall student growth from the study.  
The graphic organizers were analyzed to determine the overall growth in the amount of words 
included in their written responses from weeks one through eight.  The increase in the amount of 
words typically correlated to the student achieving a deeper understanding of the text, as was 
evidenced on their subsequent Reading Wonders tests as well as the STAR assessment.  During 
week one of the study, the comprehension strategy of focus was to compare and contrast.  
Therefore the total words recorded referred to the average amount of words present within the 
three areas of the Venn diagram. During week two of the study, the comprehension strategy of 
focus was determining the author’s purpose.  The total number of words recorded for each 
student during week two referred to the average number of words recorded within the graphic 
organizer in the following three areas: two text clue boxes, and a sentence stating the author’s 
purpose.  Cause and effect was the focus of week three.  The words recorded for each student 
during week three of the study referred to the average number of words for three examples of 
cause and effect.  During week four, students focused on point of view.  Students were 
responsible for identifying three text clues, rephrasing it in their own words, and then 
formulating the character’s point of view from that text clue.  The words recorded for week 
four’s graphic organizer referred to the average amount of words written in the six areas of the 
chart, three text clues and therefore, three points-of-view.  Compare and contrasting was again 
the comprehension focus of week five.  The words recorded on the table below signify the 
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average amount of words recorded in each of the three areas present within the Venn diagram.  
Week six focused on the sequencing strategy.  Students were presented with a graphic organizer 
that consisted of four boxes labeled: first, next, then, and last.  The average number of words 
recorded is reflective of the amount of words written in each of the four boxes.  Main idea and 
detail was the focus for week seven.  Students were required to write four supporting details 
about the main idea present within the text.  The average amount of words recorded correlates to 
the amount of words each child wrote per each of their supporting details.  Finally, comparing 
and contrasting was again the comprehension focus for week 8.  Students were required to 
complete a Venn diagram one last time.  Again, the amount of words recorded is reflective of the 
amount of words each child wrote within the three sections of the Venn diagram.  The average 
number of words included on each graphic organizer throughout the eight week study, are 
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Table 3 






















Student 1 9 6 5 6 11 8 5 15 8.13 
Student 2 7 5 4 3 11 5 5 8 6 
Student 3 8 8 4 6 9 5 4 11 6.88 
Student 4 9 8 5 7 14 4 7 12 8.25 







8.6 6.6 4.4 5.6 11.2 5.2 5.2 12.2  
 
As displayed in the table above, Student 4 recorded the highest average amount of words 
written on her graphic organizers for the duration of the eight week study, with an average of 
8.25 words.  Student 1 was a close second with an average of 8.13 words recorded on her graphic 
organizers throughout the eight week study.  Student 2 had the lowest average of words recorded 
with a total of six words per organizer for the eight week period.  As a group, the highest average 
amount of words recorded on graphic organizers occurred during week eight with an average of 
12.2 words.  This high average of words written on each student’s graphic organizer during week 
eight, occurred after four weeks of structured TBDs.  The lowest amount of words was recorded 
for the entire focus group, during week three with an average of 4.4 words per graphic organizer.  
Implementation of TBDs had not yet occurred at this point in the study. 
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In order to further analyze the data obtained through the average number of words written 
by the focus group on the graphic organizers, I decided to compare the average amount of words 
written by the students on their graphic organizers during weeks one through four when no TBDs 
occurred, compared to the amount of words written during weeks five through eight of the study 
when TBDs were implemented. 
Table 4 
 















Student 1 9 6 5 6 6.5 
Student 2 7 5 4 3 4.75 
Student 3 8 8 4 6 6.5 
Student 4 9 8 5 7 7.25 







8.6 6.6 4.4 5.6  
 
 Table 4 indicates the average amount of words written on the graphic organizers during 
weeks one through four in which no TBDs occurred.  Student 4 achieved the highest average 
number of words written with 7.25, while student 2 achieved the lowest average amount of 
words during this time with 4.75 words.  Furthermore, week one had the highest average amount 
of words for the focus group with an average of 8.6. 
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Table 5 











of words written 
each week/student 
Student 1 11 8 5 15 9.75 
Student 2 11 5 5 8 7.25 
Student 3 9 5 4 11 7.25 
Student 4 14 4 7 12 9.25 








11.2 5.2 5.2 12.2  
 
As shown in Tables 4 and 5, the average amount of words written each week per student 
is greater during weeks five through eight, compared to weeks one through four.  In addition, the 
average amount of words written by the focus group/week is typically higher during weeks five 
through eight, compared to weeks one through four as well.  The only exception to this statement 
occurred during weeks two and six.  The average amount of words written by the focus group 
during week 2 was 6.6 and during week 6 was 5.2.  This may be attributed to frequent absences 
during week 6 which at times lead to a different dynamic within the small group.  Since this is 
the only concession throughout the study, again this displays the benefit of incorporating TBDs 
into daily literacy instruction. 
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 In addition to the amount of words written by each child per week, these graphic 
organizers were also analyzed to determine how often each child referenced the text as an aid to 
assist in the spelling of specific vocabulary words found within the levelled readers.  The 
frequency of each child spelling specific vocabulary words from the text with 100% accuracy is 
referenced in the table below.  The key vocabulary for each levelled reader that we used 
throughout the study, were listed within each text.  These words are challenging and students 
typically experience difficulty with spelling them independently.  Some examples of these key 
vocabulary words are: “schedule, neighbors, unsinkable, heron, tsunami, seismograph, and 
earthquake.”  It is important to analyze which students are referencing the text for assistance in 
their written responses and how often they are doing so since this displays their comfort level 
and reliance on the text as a resource which will assist them in positively growing their 
independent comprehension skills.  The table below details each student’s ability to reference the 
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Table 6 



















of times each 
child referenced 
the text  
Student 1 4 2 5 4 3 4 3 4 3.62 
Student 2 2 1 4 1 2 3 0 3 2 
Student 3 1 3 4 1 3 2 1 3 2.25 
Student 4 2 2 5 1 1 1 0 2 1.75 








2.4 2.2 4.6 1.6 2 2.4 1.2 2.6  
 
As displayed in the chart above, Student 1 referenced the text most often to assist with 
her spelling of key vocabulary words on her graphic organizers with an average of 3.62 text 
references.   Student 4 referenced the text for assistance with spelling the least with an average of 
1.75 text references. 
The number of times the students referenced the text for assistance with the spelling of 
key vocabulary words on their graphic organizers was further analyzed in order to compare the 
amount of times this was observed during weeks one through four, compared to the frequency 
with which this occurred during weeks five through eight.  This analysis was completed in order 
to further determine the effectiveness of the TBDs which occurred during weeks five through 
eight of the study. 















Average amount of times each 
child referenced the text  
Student 1 4 2 5 4 3.75 
Student 2 2 1 4 1 2 
Student 3 1 3 4 1 2.25 
Student 4 2 2 5 1 2.5 








2.4 2.2 4.6 1.6  
 
 According to Table 7, student 1 referenced the text most frequently with an average of 
3.75 times during weeks 1 through 4.  On the other hand, student 2 referenced the text the fewest 
amount of times with a total of 2 total references.  Furthermore, as a focus group the highest 
average number of text references occurred during week 3 with a group average of 4.6 text 





























While the average amount of times each child and the group referenced the text between 
weeks one through four, compared to weeks five through eight for assistance with spelling does 
not indicate a higher frequency during the second half of the study, the average amount of words 
recorded on the graphic organizers by each student was greater during the second half of the 
study.  This displays that students were able to demonstrate a deeper understanding of various 
comprehension strategies due to their more detailed responses.  Students used the text as a 
resource in order to achieve this deeper understanding through written form.  Even though 
students did not spell all of the vocabulary words with 100% accuracy, they will become more 
consistent with this skill in the future as consistent language and expectations are held for them 









Average amount of times each 
child referenced the text  
Student 1 3 4 3 4 3.5 
Student 2 2 3 0 3 2 
Student 3 3 2 1 3 2.25 
Student 4 1 1 0 2 1 








2 2.4 1.2 2.6  
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Through analysis of the test results, it was apparent that Student 2 achieved the highest 
average on the summative Reading Wonders (McGraw-Hill, 2014), weekly assessments from 
weeks one through eight, with an average score of 58.8%, for all eight tests.  Student 1 was near 
Student 2’s average as she achieved an average score of 57.5% for all of the assessments. 
However, Student 5 achieved the lowest score for all eight tests with an average score of 
43.75%.  The lowest score achieved on any weekly test was a 0/10 earned by Student 3 during 
week 4 of the study.  However, he did earn an 8/10 on the week 8 assessment.  Student 5 also 
earned a 1/10 as a test score during week 6, however he also earned a 7/10 on the week 3 test.  
The three highest test scores were a 9/10.  These scores were earned by Student 4 during week 2, 
Student 1 during week 8, and Student 2 during week 8.  As a group, the lowest weekly average 
on these tests occurred during week 6.  On the other hand, the highest weekly average test score 
was achieved by the group during week 8 of the study.  This was after four weeks of structured 
TBDs had occurred.  All students, except for Student 3, highlighted specific sentences and clues 
found within the texts on these tests in order to support and confirm their answers for many 
questions.  This is common practice for work completed within my daily literacy instruction for 
my entire class.  Since Student 3 is not in my homeroom, he may not have been familiar with this 
practice.  The results from the weekly tests were divided into weeks one through four when no 















Reading Wonders Weekly Tests before TBDs 
 
 Student 1 Student 2 Student 3 Student 4 Student 5 Weekly 
Average 
Week 1 4/10 5/10 8/10 8/10 4/10 58% 
Week 2 8/10 4/10 3/10 9/10 6/10 60% 
Week 3 5/10 5/10 5/10 5/10 7/10 54% 
Week 4 5/10 8/10 0/10 5/10 5/10 46% 
AVERAGE 50.5% 50.5% 40% 67.5% 50.5%  
 
 According to Table 9, the highest weekly average on the Reading Wonders weekly 
assessments occurred during week 2 since the focus group achieved an overall average of 60% 
on the tests.  Student 4 achieved the highest overall average as an individual, with an average of 
67.5% on the assessments.  There were no TBDs during this time.  
Table 10 
 
Reading Wonders Weekly Tests during TBDs 
 
 Student 1 Student 2 Student 3 Student 4 Student 5 Weekly 
Average 
Week 5 4/10 5/10 4/10 5/10 3/10 42% 
Week 6 6/10 6/10 1/10 6/10 1/10 40% 
Week 7 5/10 5/10 7/10 4/10 5/10 52% 
Week 8 9/10 9/10 8/10 3/10 4/10 66% 
AVERAGE 60% 62.5%% 50% 45% 32.5%%  
 
Through further analysis of the weekly assessments, it was evident that three out of the 
five students greatly benefitted from the TBDs as their weekly assessment scores increased 
during the second half of the study, compared to the first half.   
The TBDs occurred on a daily basis throughout weeks five through eight of the study.  At 
the end of weeks five through eight, a TBD was recorded.  Those discussions were then 
transcribed and the results were analyzed for three purposes.  First of all, the total amount of 
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utterances made by each child during the weekly discussions was studied.    These results are 
displayed in the tables below. 
Table 11 
 
Total Utterances Made by Each Child/Week 
 
 Week 5 Week 6 Week 7 Week 8 Average Amount of 
Utterances 
Student 1 5 4 6 7 5.5 
Student 2 3 3 2 5 3.25 
Student 3 1 2 2 2 1.75 
Student 4 2 2 3 3 2.5 
Student 5 4 3 4 5 4 
 
 As the table displays, Student 1 was the most frequent contributor to the TBDs with an 
average of 5.5 utterances during the four week period.  Student 3 made the fewest amount of 
contributions to the TBDs with 1.75 utterances recorded.  Most of Student 3’s utterances were 
responses to questions that he was directly asked during the TBD.  Student 4 and Student 3 were 
the most consistent with their amount of contributions to each TBD, as they either offered one, 
two, or three utterances per recorded TBD.  Consequently, Student 4 had the highest average 
number of words recorded on her weekly graphic organizers, throughout the study while Student 
2 had the fewest amount of words recorded.  While most commonly student utterances were in 
response to a question that I had asked them, all students, except for Student 3, asked at least one 
question based upon the text at some point during our TBDs.  All students increased their 
amount of utterances per TBD from week 5 through week 8. 
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 In addition, the TBDs were also analyzed in order to compare the amount of teacher talk 
to the amount of student talk during each dialogue.  The table below displays the average amount 
of teacher talk compared to the average amount of student talk that occurred during the TBDs. 
Table 12 
Average Amount of Teacher Talk vs. Student Talk during the TBDs 
 Average Number of Lines/ 
TBD 
Percentage 
Teacher talk 84/114 74% 
Student talk 30/114             26% 
 
 While the overall amount of teacher talk per TBD was greater than the amount of student 
talk per conversation, the amount of student contributions to the TBDs increased between weeks 
five through eight as evidenced in the utterance chart above.  The shift from the high amount of 
teacher talk during week five to an increase in student talk throughout weeks six through eight is 
further displayed in the figure below.  It is evident that the amount of student contributions grew 
considerably throughout weeks five through eight, while the amount of teacher talk decreased 
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Figure 1 Average amount of teacher talk vs. student talk during weeks five through eight 
The types of questions asked within each TBD, along with the frequency in which they 
occurred were also examined. The types of questions searched for in the dialogues were ones that 
required the students to: retrieve information, relate to the text, explain, infer, predict or evaluate 
certain portions of the text as well as if the questions required them to connect, compare, or 
contrast within their response.  The results from this analysis are displayed in the following table. 
Table 13 
 
Type of Questions asked during the TBDs 
 
Type of Question (Number of Times)/(Total number of 
Questions within the four TBDs) = Percentage 
Retrieve 25/50 = 50% 
Relate 2/50  =  4% 
Explain 3/50  = 6% 
Infer 3/50  = 6% 
Predict 12/50 =  24% 
Connect/compare/contrast 5/50  =  10% 
Evaluate 0/50  =  0% 
 







ENHANCING COMPREHENSION WITH TEXT-BASED DISCUSSIONS  117 
 
 Questions requiring group members to retrieve information from the text, in order to 
answer correctly, occurred with the greatest frequency.  Since a main focus of the study was to 
have students utilize the text as a resource in order to find textual evidence to support their 
answer, it is encouraging that this type of question occurred most often.  Questions that required 
group members to predict occurred with the next greatest amount of frequency, occurring 24% of 
the time within the TBDs.  Overall, the group was not asked questions requiring each other to 
evaluate the text at all and questions requiring them to relate, explain, and/or infer occurred with 
the lowest frequency throughout the study.   
Consequently, the types of oral responses given throughout the TBDs were also analyzed 
as well to determine whether it was more common for responses to either collect, probe, or 
connect to the text.  The results detailing the amount of times each type of response occurred 
throughout the TBDs are recorded in the table below. 
Table 14 
Type of Response given during the TBDs 
Kind of Response (Number of Times)/(Total Number of 
Responses within the four TBDs) = Percentage 
Collect 20/30 = 67% 
Probe 3/30 = 10% 
Connect 7/30 = 23% 
 
The most common response to a question within the TBDs was a response that required 
students to collect information from the text.  Responses that connected to the text or another 
idea presented occurred from time to time, but with less frequency than the collect type of 
responses.  The least common type of response to a question was to probe for additional 
information or to ask another member of the TBD to further explain their answer. 




 Students gain confidence and become more capable of utilizing various comprehension 
strategies both appropriately and independently when various CR strategies are integrated into 
daily literacy instruction via the gradual release approach.  The researcher gave the STAR 
Reading assessment three times throughout the eight week study in order to assess overall 
student literacy growth.  In addition, the researcher administered the weekly Reading Wonders, 
(McGraw-Hill, 2014) assessments at the end of each week.  This served as another source of 
data.  Various graphic organizers completed throughout the study were also collected and 
analyzed as was student participation in the TBDs during weeks five through eight of the study.  
During all components of the study, students were encouraged to reference the text as a resource 
to gain independence while also reinforcing their understanding of various comprehension 
strategies.  Based upon the results of the various components of the study, it is evident that 















 This study familiarized students with various comprehension strategies through 
reinforcement of the close reading (CR) methodology which requires students to reference the 
text as a resource in order to confirm their answers with textual evidence.  Text based 
discussions (TBDs) were also incorporated into the daily lessons during weeks five through eight 
in order to determine whether or not they assisted students in solidifying their knowledge of 
these comprehension skills and in turn whether or not they were able to utilize them 
independently, with accuracy.  Since all students made positive gains on all of the assessments 
used during the study, TBDs proved to be a positive addition to small group literacy instruction 
since they helped the focus group to solidify their understanding of various comprehension 
strategies as was evidenced on the various assessments.  The Common Core State Standards 
(CCSS) hold that students need rigorous literacy instruction in order to best prepare them for 
their future schooling, and eventually the work force (CCSS, 2011).  It is evident that CR of 
complex texts within the context of a TBD are two methodologies designed to best meet the 
news of students, especially with these new standards.  I have discussed the results from the 
study below while also connecting them to current literary research.  In addition, I made possible 
recommendations for future studies with a similar literary focus. 
 
Connections to Research 
 
 English Language Learners (ELLs) need to be provided with opportunities to verbalize 
their understanding of specific questions while citing textual evidence when participating in peer 
discussions.  Through the study I found that Student 3 slowly became more of an active 
participant in our TBDs during weeks five through eight of the study.  Research supports that a 
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shift in instruction of ELL students’ needs to transition from an emphasis on English vocabulary 
and general grammar and provide these students with valuable scaffolding through collaborative 
discussions and practice focused on specific literary genres (Hawkins, 2005).   
Typically the average number of words students recorded on their graphic organizers 
increased during weeks five through eight of the study by about 8 words.  I also implemented the 
TBDs during weeks five through eight.  Through this increase in the length of response written 
on their graphic organizers, it was apparent that students were attaining a deeper understanding 
of the material that they read.  According to Steve Graham and Karen Harris, “Students 
understand material they read better if they write about it,” (Graham & Harris, 2013, p.5).  This 
supports that continually requiring students to organize their written thoughts into graphic 
organizers is a valuable method designed to deepen student understanding of the text. 
When analyzing the TBDs, I found that my teacher talk was more prevalent in the 
discussions compared to the amount of student talk.  After analyzing the transcripts of the 
conversations, the majority of my speech was aimed at providing students with valuable 
modeling and scaffolding which displayed how to effectively cite textual evidence when utilizing 
a comprehension strategy independently.  Leigh Hall supports the results of my research by 
saying teachers should routinely model the thought process and actions associated with citing 
textual evidence and verbalizing that information (Hall, 2012).  According to the gradual release 
approach to instruction, this modeling is necessary before requiring students to use a specific 
skill or strategy on their own.   
After further analyzing the TBDs, students were asked to utilize their prior knowledge to 
make predictions or connect, compare, and contrast the text to something else for a total of 34% 
during the conversations.  I was encouraged to see these types of questions asked with great 
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frequency since requiring students to respond to them deepens their understanding of the text.  
Research supports this since students’ schemas expand as they are encouraged to utilize their 
prior experiences and background knowledge to help them better understand a text (Fisher & 
Frey, 2012).   
Connections to Common Core Standards 
 
In 2010, State Superintendent Tony Evers formally adopted the CCSS in both English 
Language Arts (ELA), and Math (CCSS, 2011).  According to Dr. Evers, the CCSS was adopted 
in Wisconsin in order to support the vision that each child needs to graduate ready for both the 
workforce and post-secondary education (CCSS, 2011).  Therefore, it is essential for students to 
develop the skills to think, read, communicate, and perform in various academic contexts, 
(CCSS, 2011). 
According to the CCSS in Reading both literature and informational texts, second grade 
students are required to create and answer who, what, where, when, why, and how questions, in 
order to gain a deeper understanding of key textual details (CCSS, 2011).  Students were 
required to answer text based questions during our TBDs and in turn, they generated questions as 
well during these discussions.  Students are also expected to describe the differences in the points 
of view of various characters (CCSS, 2011).  Students recorded text clues on specific graphic 
organizers throughout the study to help them understand the changes in the character’s points of 
view.  In addition, according to the CCSS, second graders are required to determine the author’s 
purpose of a text (CCSS, 2011).  On various graphic organizers and throughout our TBDs, 
students focused on the comprehension strategy of determining the author’s purpose.  We 
specifically focused on determining whether or not the author wrote a specific text in order to 
persuade, inform, or entertain an audience.  Finally, students are required to compare and 
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contrast various texts on the same topic (CCSS, 2011).   Students completed various Venn 
diagrams during the study.  I required them to reference the texts in order to strengthen their 
responses and therefore deepen their understanding. 
 In order to become even more prepared for the workforce and post-secondary education, 
the authors of the CCSS propose that students be presented with complex texts on a regular 
basis.  Through these rigorous texts, students deepen their understanding of the standards listed 
above as they are required to demonstrate understanding of them with more challenging material 
(CCSS, 2011). As the standards indicate, students are required to both analyze a text and use it as 
a resource to monitor and clarify their reading to ensure they understand the material.  In 
addition, the CCSS requires students to cite specific textual evidence in order to support their 
understanding of the text.  CR strategies are aimed at instructing students to reread a text to find 
specific text evidence in order to strengthen their understanding of a complex text (CCSS, 2011).  
TBDs provide a structure in which students are able to verbally discuss the text and textual 
evidence they found to support their understanding of the text achieved through their various 
CRs.  CR strategies combined with TBDs are two instructional methods that have emerged in 
association with the CCSS, in order to assist students in developing their independent 
comprehension of the different genres (CCSS, 2011).  Therefore, instruction that integrates CR 
strategies within a TBD yields effective readers who are able to achieve a deep understanding of 
complex texts through repeated readings and citing of textual evidence (CCSS, 2011). 
 
Explanation of Results 
  
 One of the assessment measures used throughout the study was the STAR Reading 
Assessment.  The focus group completed this assessment at the beginning, middle, and end of the 
study.  Through analysis of the results, it was evident that Student 5 made the most growth from 
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his first STAR score to his last.  His total growth was a positive fifty points.  I think this is 
because he missed the fewest amount of instructional periods.  Student 5 also had the lowest 
recorded score on the initial STAR assessment in January.  His PR score during week 1 was a 14, 
and his final PR in week 8 was a 64.  Student 3 made the smallest amount of gains on the STAR 
assessment as his PR increased by two points.  I think this is because he missed several meeting 
times due to illness and, since he is an ELL.  I believe this is because Spanish is his first 
language and I am not his homeroom teacher so it took him awhile to gain a comfort level with 
me, as well.  Student 1 also only increased her PR score by seven points as indicated by her 
STAR results.  I believe this was due to her missing several days of instruction due to a family 
vacation.  In addition, Student 1 also had the highest PR score on the initial STAR assessment 
during week 1 with a PR of 56.  The fact that she increased her PR score from a 56 during week 
1 to a 63 during week 8 is indicative that she benefitted from this research study.  Student 2 and 
Student 4’s STAR scores show that they also made consistent gains throughout the study. 
 Throughout the study, the graphic organizers that I required the focus group to complete 
were collected and analyzed by myself, for a variety of purposes.  First of all, the amount of 
words written on each graphic organizer throughout the eight-week period, were recorded.  I then 
averaged those numbers to determine about how many words each child recorded on their 
graphic organizers.  Student 2 recorded the fewest amount of words on his graphic organizers 
with an average of 6 words on each.  I think this is because Student 2 does not typically enjoy 
writing and therefore he avoids writing, whenever possible.  Student 4 had the highest average 
amount of words on her graphic organizers with a mean of 8.25 words per graphic organizer.  
This does not always accurately depict her reading abilities.  I think that she recorded the highest 
amount of words on each of her graphic organizers since she was an active listener rather than an 
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active participant in the TBDs, as indicated by the amount of contributions she made to the 
TBDs, which I transcribed.  She carefully listened to the TBDs, which were held around each of 
the comprehension strategies we focused on through the repeated close readings during the 
study.  I observed this with high frequency during the TBDs in weeks five through eight.  
Student 1 recorded the next highest amount of words on her graphic organizers with an average 
of 8.13 words.  I believe this is because Student 1 demonstrated confidence in her abilities to 
independently utilize the text as a resource in order to accurately respond to various questions 
aimed at strengthening her independent use of various comprehension strategies.  In terms of the 
graphic organizers, a response containing many words does not always transfer to a high quality 
response.  Student 1 was able to accurately respond to various questions in fewer words due to 
utilizing a clear, concise and therefore more advanced vocabulary, while also relying on various 
comprehension strategies in a clear yet concise manner. 
I also studied the graphic organizers to determine the average number of times the 
students referenced the text for assistance with spelling.  Student 1 referenced the text for 
assistance with spelling the most with an average of 3.62 times.  I think this is because Student 1 
had the most consistent scores reported on the STAR assessment with scores in the fifties, 
sixties, and seventies.  One of the likely reasons that she has achieved such consistent scores is 
because she continues to utilize the texts as a resource.  In addition, Student 1’s confidence in her 
abilities to utilize the text as a resource was particularly high and she often did so without 
prompting.  This was evidenced in our TBDs.  However, I observed Student 4 referencing the 
text the fewest amount of times with a total of 1.75 text references.  Although Student 4 had the 
highest amount of words on her graphic organizers, there were frequent spelling errors.  Student 
4 tends to rush through her work and does not typically reread her responses in order to make 
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sure that her message is clear, without reminders from me.  While Student 4’s confidence has 
developed nicely throughout the study, she continues to learn how to utilize the text 
independently.  If students completed the graphic organizers with significant assistance, I believe 
that she would have made many more text references.   
I also required the focus group to take the weekly tests from our Reading Wonders 
literacy curriculum (McGraw-Hill, 2014).  This yielded another nice source of data since these 
assessments correlated with the leveled readers utilized during the study since they are also a 
component of the Reading Wonders (McGraw-Hill, 2014) curriculum.  Therefore, students were 
familiar with the test structure and expectations.  As a whole, the focus group achieved their 
highest average score during week eight of the study with a mean of 66%.  I think this is because 
students demonstrated that they benefitted from the explicit instruction of CR strategies, 
especially when presented within the context of a TBD.  As an individual, Student 2 earned the 
highest average on his eight weekly assessments with an average of 58.8%.  I think this is 
because Student 2’s confidence in his ability to utilize the text as a resource grew drastically 
throughout the study and these assessments did not require students to write their answers.  
Student 2 referenced the text for support the most during week 3 with a total of 4 references 
made. In addition, Student 2 benefits from consistency with instruction.  Since he has seen 
similar weekly assessments throughout the year, he automatically knew what was expected of 
him and was therefore confident in completing the task.  Student 2 had numerous text clues 
within the actual assessment highlighted in order to confirm that his answers were correct.  This 
displays that Student 2 frequently relied on the textual evidence as a resource throughout the test. 
Also, since the assessments did not involve writing, Student 2’s motivation to slow down and 
complete the assessments with care was high. On the other hand, Student 5 achieved the lowest 
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average score on these weekly assessments with an average of 43.75%.  While Student 5 is also 
familiar with the structure and expectations of these tests, he tends to rush through his 
completion of the assessments since he takes pride in being the first one finished.  His scores 
ranged from a 70% to a 10%.  This displays that he was not consistent with his performance on 
the assessments. Student 5 had very few text clues highlighted within his assessments.  This 
confirms that he may have not always been utilizing the text as a resource. 
The focus group and I implemented the TBDs during weeks five through eight of the 
study.  I computed the average amount of utterances made by each student during weeks five 
through eight to determine who the most and least active members of the TBDs were.  I observed 
Student 3 to make the fewest amount of utterances during our TBDs, I think that this was 
attributed to a variety of reasons.  Student 3 missed the most days during the study.  In addition, 
he was the only student in the study who was not a member of my homeroom.  This may have 
negatively affected his confidence as he was not familiar with me as a teacher, nor was he 
familiar with the other students in the group as they were all members of my homeroom.  Student 
1 recorded the highest number of words during the TBDs with an average of 5.5 words.  I think 
this is because Student 1 had the highest PR score on the STAR Reading assessment on both the 
week 1 and week 4 assessment dates.  This most likely correlated to her confidence being high 
and therefore she was the most active student contributor to the TBDs during weeks five through 
eight. 
Further analysis of the TBDs indicated that the amount of teacher talk during the TBDs 
far outweighed the amount of student talk during these conversations.  Specifically, I observed 
teacher talk 75% of the time and student talk 25% of the time.  Since I was facilitating the TBDs 
with the goal of further familiarizing students with specific comprehension strategies while 
ENHANCING COMPREHENSION WITH TEXT-BASED DISCUSSIONS  127 
 
utilizing the CR method and gradual release approach, I assumed that my teacher talk would 
dominate the conversation.   
Throughout the study, questions that required students to retrieve information from the 
text occurred the most often at 50%.  This was not surprising since a main focus of the study was 
to familiarize students with comprehension strategies through the CR method.  Since the CR 
framework requires students to reread a text to find textual evidence to support their answer, it is 
logical that retrieval questions were asked with the greatest frequency.  Questions that required 
students to rely on their prior knowledge and textual evidence in order to make a prediction 
occurred with the next highest amount of frequency at 24%.  Again, since the text was being 
relied on as a resource to assist students in making their predictions about what would happen 
next, what a character may do, or what the solution to a problem may be, it was not surprising 
that this type of questions was common throughout the TBDs.  In turn, student responses that 
displayed students collecting information from the text to support their answers were the most 
common type of response at 67%, throughout the TBDs.  This is encouraging to see since it 
demonstrates that students were in fact actively utilizing the text as a resource to assist in their 
overall comprehension of the material.  In addition, instructing students to rely on the text as a 
resource and rereading to confirm their answers was a main focus of this study.  Since responses 
that displayed students collecting information from the text were the most common, I think this 
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Strengths and Limitations 
 
 I considered the size of the focus group, the consistent daily meeting time, and various 
methods of assessment to be strengths of the study.  Since the focus group consisted of five 
students, they all had the opportunity to be active participants in the TBDs while also building 
their confidence and familiarity with various CR strategies.  This study occurred each morning 
during our Response to Intervention (RtI) block for thirty minutes each day.  Students positively 
respond and benefit from consistency within the classroom.  It was valuable to have several 
methods to track student progress and literary growth throughout the study.  I used a variety of 
assessments to insure that I analyzed student growth in a variety of methods instead of simply 
relying on one standardized assessment to document student development. However, since the 
focus group was familiar with the STAR Reading Assessment, we saved time since we did not 
have to discuss the basics of the assessment since they had already completed it.  In addition, 
students are familiar with the Reading Wonders (McGraw-Hill, 2014), weekly assessments since 
similar tests have been taken during whole group reading instruction in their homeroom, 
throughout the year.  Text based discussions (TBDs) are an informal way to assess student 
understanding of various comprehension strategies through their verbal contributions to 
dialogues within the small group.  Since these occurred during weeks five through eight of the 
study, the group had the opportunity to become comfortable and confident with each other and 
therefore with sharing their ideas.  The TBDs was another way to track student literary progress 
throughout the study.  Finally, collecting and analyzing the graphic organizers used throughout 
the study served as another means in which to document how student responses developed 
throughout the eight week period due to their growing understanding of various comprehension 
strategies and in turn, their ability to apply it to their independent responses.  
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 While the data yielded through this study was very valuable, there were some limitations 
that we experienced throughout the study.  During the eight week period, there were several 
short weeks for a variety of reasons.  Some examples of things that lead to a short week were an 
early release day, flip schedule, or a vacation day for students.  The instructional time that we 
missed was added onto the end of the eight week period so that a solid eight weeks of instruction 
could occur.  I was able to do this since I allowed myself some extra days for this study to occur. 
 When I required students to complete the STAR Reading assessment at the beginning, 
middle, and end of the study, other students were in the computer lab at that time.  This occurred 
since I met with the focus group during the Kindergarten through second grade Target Time 
block.  This is the daily thirty minute RtI block where all students in these grades are travelling 
to various locations to either reinforce specific content or to enrich them with additional 
activities.  Since there was another group meeting in the lab during this RtI block, we were not 
alone in the lab when the focus group was required to take this assessment.  The other students 
were playing various games at this time, which may have distracted students within the focus 
group.    
  
Recommendations for Further Research 
 
 Researchers could further analyze the data yielded through this study in the future, by 
conducting a similar study.  The transcribed conversations could be analyzed for student 
response or contributions to discussions with a specific focus.  For example, the data found 
within these dialogues could be catalogued in order to determine how the students within the 
focus group benefitted from the frontloading of vocabulary, the genre study, explicit modeling of 
a specific strategy, and overall close reading of a nonfiction text.  In order to do this, the number 
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of utterances made by each child, related to each category could be studied by the researchers.  
In addition, both student verbal and nonverbal contributions to the TBD could be analyzed.   In 
this way, the researcher would be able to further track which group members were actively 
participating in the TBD whether it was with their words or physically locating a detail within 
the text.  It would be interesting to track how student verbal contributions develop throughout the 
study as well.  Furthermore, it would be beneficial for the TBDs to last more than four weeks, in 
a future study.  In this way, the amount of teacher and student talk throughout these dialogues 
could continue to be tracked by the researchers.  A possible goal of a future study would be to 
have the amount of student talk outweigh the teacher talk during a TBD by the end of the study. 
 It would also be interesting to observe how the focus group transferred the CR strategies 
of focus from the study to other subjects such as social studies or science.  The researchers could 
observe this by recording the amount of times each child referenced the text for each subject and 
therefore highlighted the textual evidence that would support their answer.  If the students could 
effectively transfer these strategies to other subjects effectively, it would reinforce that specific 
members of the focus group truly did internalize the material covered during the small group 




 As indicated on the STAR Reading assessment, all students made positive growth in their 
comprehension skills throughout the eight week study.  The graphic organizers and weekly 
assessments served as two additional sources of data to best determine the effectiveness of the 
instruction for all students within the group.  After week four, the inclusion of the TBDs added 
another dynamic to the study as I learned that student comprehension skills further developed 
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through requiring them to verbalize the textual evidence they utilized to strengthen their 
independent usage of various comprehension strategies.  While there were both strengths and 
limitations to the study, I am pleased that the data yielded supports the inclusion of reading 
instruction that focuses on completing CRs of a text in order to use various comprehension 
strategies accurately.  The methodology of CR is even more effective when included within the 
context of a TBD.  It is my hope that in the future, other research studies will be conducted in 
order to gain more knowledge on the effectiveness of included TBD within daily literacy 
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TBD 1, Week 5 
TBD #1 – Week 5 
Teacher 
“Yesterday we started reading Fixing the 
Playground which is a realistic fiction text about 
how Josh and his family work together to fix a 
problem at the playground.  What specific things 
from the text made this a realistic fiction text 
again?” 
“Good that tells us that it’s something realistic.  It 
is an actual problem that does happen in real life.  
Student 4, you also had your hand up for this 
question, would you like to tell us what you 
noticed about the text and how you know it’s 
realistic fiction?” 
“Yep, that’s what we just talked about.  It is 
realistic because the situation could happen.  But 
what textual evidence tells us that it’s fictional?  It 
really could happen, but….” 
 
“Right, all the pictures are drawn, they are not 
photographs, so this shows us that although the 
characters seem realistic, they are not real people 
and the situation could happen but it hasn’t yet.  
Realistic fiction texts are arranged into a 
beginning, middle, and end and there is also a 
problem and a solution.  The problem is typically 
introduced during the beginning part of the text.  
Yesterday, we read the chapter called, “Josh has a 
problem.  What was Josh’s problem?” 






Student 2 – “That you can actually fix up a park.” 
 
 
Student 4 – “That it could happen.” 
 
 






Student 2 – “The author wrote that he wanted to 
go on the swings, but the swings were broken.” 
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“Nice job of using the pictures to help you better 
understand the answer to that question as well.  
The written words and pictures are all sources of 
textual evidence to help you answer questions and 
better understand what you read.  I’m going to 
hand the books back to you, and I would like you 
to reread chapter one in a volume one, so I should 
hear your voices working so that I can listen in on 
your fluent reading and as you read this, I want 
you to focus on what Josh is feeling at this time, 
what is his point of view and also, what clues from 
the text help you to determine that.” 
“Alright, I’m going to have you stop there since 
you all just finished up reading chapter one.  So 
Josh is the main character.  What do you think his 
point of you is at the end of chapter one?  How do 
you think he’s feeling?  Remember to use text 
clues from either the words on the page or details 
from the pictures to help you answer the 
question.”  
“Why is he mad?  What text clues tell you that he’s 
mad?”  
 
“Wow nice work, and great text evidence sentence 
starter!  Has that ever happened to you?  Where 
you can’t play at a park because something’s 
broken or dirty?” 
“How about you Student 3?”  
“All great examples.  You have a lot of prior 
knowledge, which will help you to better 
understand Josh’s problem.” 
What’s cool about page three is that not only do 
the words say that he cannot go on the swings 
because they are broken but the picture on this 
page also shows broken swings.  We also discussed 
yesterday that that’s the problem.  Josh wants to 










Student 5 – “Mad.” 
 
Student 1 – “Because I read that he is upset that 
the swings are broken so he cannot go on them, 
because they are not safe.” 
(All students nod) 
Student 5 – “Yes, once I couldn’t go on the teeter 
totter because there were splinters all over it.” 
Student 3 – “Yes.  The chain on the swings were 
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broken.  Notice how the title of the chapter is, 
“Josh has a problem.”  That is the main idea of the 
chapter that is what we just read about.  Typically, 
the title of a chapter tells us the main idea of what 
we can expect to read about.   
“Let’s open up our books to chapter two where 
the character Bobby was introduced.  How can you 
tell that he is happy?” 
“Right, also what do the words say?” 
“Student 5?” 
“Very good.  Nice use of both the pictures and the 
text.  The next chapter is called, “Getting It Done.”  
“Based upon your prior knowledge of the text, 
what do you think that they will be getting done?” 
“I would agree with your prediction.  Based upon 
our knowledge of the problem and our knowledge 
of the characters from our prior reading, that 
could very well be what they will get done.  I 
remember helping to pick up trash from the 
playground a few years ago.  We all felt so happy 
and proud when it was completed.  As we read 
through this next chapter, I want you to be on the 
look out for specific characters and practice 
identifying how they are feeling, based upon the 
pictures and/or the clues from the text.”  
“The character, Jordan, was back in this chapter.  
What is her point of view in this chapter?  How is 
she feeling and how do you know?”  “Student 1?” 
 
“Good, and what details did you read in the text?” 
“Good.  Nice text evidence.  I also notice the 
exclamation point at the end of her statement.  
What could be another adjective to describe how 
Jordan is feeling?”  
“Fantastic.  I’m going to hand back your graphic 
 
 
Student 5 – “He’s smiling in the picture.  They say 










(as a group, read through the text) 
 
Student 1 – “She’s feeling happy because you can 
see her smiling in the pictures.” 
 
Student 2 – “She’s singing.” 
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organizers from yesterday.  I want you to choose 
one character from chapter 3.  It could be Jordan, 
it could be Bobby, or any other character 
mentioned within the chapter.  I want you to tell 
me what their point of view is within this chapter, 
and why they are feeling that way.  Be sure to use 
clues from the text to defend your thought on why 
they are feeling this way.”  
 
“Yes, Student 1?”  
 
“Good…he may feel happy, relieved, or safe.  What 
text clues within chapter 3 tell you that?” 
“I agree with that but what other text clues tell 
you that he’s feeling happy?”  
“But what clues from the text confirm that that’s 
his point of view?  Let’s look at pages 14-15.  Can 
anyone tell us what is going on there?  
“Good he’s playing on the swing and he’s smiling 
and everyone around him is helping and smiling 
too.  This picture reminds me of all the smiling 










Student 4 – “Happy.  He’s happy because he’s 












Total Utterances  
Made by Each Child/Week  
(Week 5, TBD 1) 
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Kind of Question (Number of Times)/(Total 
number of Questions) = 
Percentage 
Retrieve 13/16 = 81% 
Relate 0/16 = 0% 
Explain 0/16 = 0% 
Infer 0/16 = 0% 
Predict 1/16 = 6% 
Connect/compare/contrast 2/16 = 12% 
Evaluate 0/16 = 0% 
 
 
Kind of Response (Number of Times)/(Total Number of 
Responses) = Percentage 
Collect 7/10 = 70% 
Probe 1/10 = 10% 
Connect 2/10 = 20% 
 
 
 Number of Lines Percentage 
Teacher talk 117/140 84% 







 Week 5 
Student 1 5 
Student 2 3 
Student 3 1 
Student 4 2 
Student 5 4 
























“I am handing out a book to you called, “A 
Rainy Day.  Simply please look at the picture 
on the cover.  What do you already know about 
rain days?” 
 
“That’s happened to me too.  Looking  at the 
picture on the cover, and using your prior 
knowledge about rainy days, what do you think 
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and soggy day outside?” 
 
“That’s actually one of my favorite things to 
do inside, on a rainy day, Student 5.” 
 
“Does everyone like rainy days?  Let’s find 
out, raise your hand if you enjoy them.” 
 
“Student 4 and Student 2, we have a lot in 
common.  Rainy days are actually my favorite 
type of day.  I find them relaxing.” 
 
“Boys and girls, as we read we are going to 
start to record notes on a Venn diagram about 
this text called, Rainy Day.  Tomorrow you 
will find out which text we will be comparing 
it to.  What do you already know about a Venn 
diagram?” 
 
“Exactly.  Let’s go on a picture walk to 
determine what genre we think this text is.  
Eyes on me when you’re finished.” 
 
“Student 4, based upon what you saw, what 
genre do you think this text is?” 
 
“Good.  I agree with the fiction part.  But what 
else is special about a rainy day?” 
 
“Exactly.  So what is a fictional story that 
 

















Student 1 – “The main idea goes at the top, and 
the details come below it.” 
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could be real called?” 
 
“Correct.  This realistic fiction text is about 
Jenna and Nikki who had plans to plan one 
day.  Unfortunately, it started to rain and their 
plans changed.  We’re going to learn about 
how they solve their problem as we read 
together.  Please remember that we will be 
recording supporting details from this story on 
our Venn diagram below the Rainy Day side.  
Please be ready to share some supporting 
details with the group throughout our reading.” 
 
“Student 1, I noticed that you wrote something 
on your Venn diagram.  Would you like to 
share your supporting detail with the group?” 
 
“Wow, great detail.  What’s another supporting 
detail that you could’ve written on your Venn 
diagram?” 
 
“Ok, yep I agree.  We talked about it being a 
realistic fiction story earlier in our discussion.  
Let’s make sure that we’re adding supporting 
details to our Venn diagram throughout our 
reading. ” 
 
“Why do you think Nikki is smiling in this 
picture (points to picture in book) if it’s raining 
and their plans were cancelled?” 
 
“Maybe.  Student 2?” 
Student 4 – “Fiction.  The pictures are drawn 
out and aren’t from a camera.” 
 
Student 3 – “They’re real.” 
 
 









(Students read through the beginning of the 
text out loud. All students participate in 
reading a portion of the beginning of the text.) 
 
 





Student 5 – “It’s fiction.” 




“Another great idea.  Let’s read out through the 
middle part of the text to find out.” 
 
 
“Why did Jenna’s face change from a frown at 
the beginning of the story to a smile in the 
middle?” 
 
“Great.  What was Nikki’s idea?” 
 
“What do you think they’ll do next?” 
 
“Ok, maybe.  Student 2?” 
 
“Another great prediction.  We will find out 
tomorrow as we finish reading this text and our 
Venn diagrams as well by comparing this story 
to another text.  Please leave your books on the 









Student 1 – “She maybe has a plan of 
something fun to do.” 
 
 
Student 2 – “Maybe she’s thinking that they 
might reschedule their play date.” 
 
(Students start reading through the middle of 
the text out loud. All students participate in 
reading a portion of the middle of the text.) 
 
Student 1 – “First she was mad that they 
couldn’t go outside and play but then now 
she’s happy because of Nikki’s idea.” 
 
Student 5 – “To have a picnic.” 
 
Student 4 – “They’ll play another day.” 
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Student 2 – “They’ll have a picnic inside 


























Total Utterances  
Made by Each Child/Week  
(Week 6, TBD 2) 
 Week 6 
Student 1 4  
Student 2 3  
Student 3 2  
Student 4 2  
Student 5 3  
 Kind of Response (Number of Times)/(Total Number of 
Responses within the four TBDs) = 
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Percentage 
 Collect 4/7 = 57% 
 Probe 1/7 = 14% 
 Connect 2/7 = 29% 
 
Kind of Question (Number of Times)/(Total number of 
Questions) = Percentage 
Retrieve  3/10 = 30% 
Relate 2/10 = 30% 
Explain 1/10 = 10% 
Infer 1/10 = 10% 
Predict 3/10 = 30% 
Connect/compare/contrast 0/10 = 0% 
Evaluate 0/10 = 0% 
 
 Number of Lines        Percentage 
Teacher talk 69/91 76% 






TBD 3, Week 7 
 






“Welcome, group!  In front of you I have a 
copy of my class’s daily schedule for today.  
What can you tell me about this schedule?” 
 
“You’re right we do.  What’s something else 
that you notice about this schedule?” 
 
“Perfect.  Two of my favorite specials.” 
 
“Boys and girls the text we are going to read 
today is called, Let’s Carpool.  This text is 
about a family who makes a schedule in order 
to make their life easier, especially with all of 
the places they need to travel to.  Please go on 
a picture walk of the text and let me know what 
genre you think it is.  Please put your eyes on 
me when you’re ready to share.” 
 
“Great, based upon what you saw on your 
picture walk, what genre do you think this text 
is?” 
 
“I agree with that.  How do you know?” 
 
 

















(Students independently flip through the pages 





Student 4 – “Realistic Fiction.” 
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close attention to what problem the characters 
encounter, the steps they take to solve it, and 
eventually what the solution is.  Let’s open up 
our books to the first page please, page 2.  
We’re going to start reading together but we 
will stop frequently as we read to make sure 
we are understanding what we are reading.” 
 
“Boys and girls please put your eyes on me.  
Second graders what is going on so far in the 
text, what is the problem?” 
 
“Good, Student 3 what’s another way to put 
the problem of the text into words?” 
 
“Another great example.  As we continue to 
read, we are going to learn about the steps that 
the characters take to solve this problem.  
Based upon our earlier conversation, what do 
you think the characters will do to solve the 
problem?” 
 
“Nice prediction.  What do you think the 
schedule will be about?” 
 
“How do you think they will help each other 
out?” 
 
“Perfect.  I had a schedule like that when I was 
little that my parents made.  They drove to 
some things like gymnastics and my friend’s 
parents drove to dance lessons.  Do any of you 
 
Student 5 – “The pictures are drawn, but the 






(Students read through the beginning of the 
text out loud. All students participate in 




Student 2 – “The family is always late and 
there’s a lot going on after school.” 
 
Student 3 – “In the morning the three kids 





Student 1 – “They will make a schedule.” 
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have schedules like that?” 
 
“Wow, great example.  Let’s read on to see 
what steps the characters take to solve this 
problem.” 
 
“Nice job of reading.  Let’s stop for a minute.  
What just happened…what was the first step 
taken to solve the problem?” 
 
“Great start, Student 4.  Why did they go from 
house to house?” 
 
“Good.  Using picture clues from the text and 
your prior knowledge, what does that mean?” 
 
“Ok.  Student 1? 
 
 
“Excellent.  What do you think the next step 
that they take will be?” 
 
“Nice prediction.  Let’s read on to find out.” 
 
 
“Alright, let’s stop a second.  What was the 
second step the characters took to reach a 
conclusion?” 
 
Student 5 – “There’s a lot of different families 
in the book.  Maybe they will help each other 
out.” 
 
Student 1 – “Maybe the parents can drive to 
different things on different days.” 
 
 
Student 2 – “Ya, my mom drives over to my 
friend’s house sometimes and his parents bring 
me home.” 
 
(Students read through a section of the middle 
of the text out loud. All students participate in 
reading a portion of the text.) 
 
 
Student 4: “They went around from house to 
house.” 
 
Student 1: “They’re asking them to carpool.” 
 
 
Student 5: “They’re gonna all drive together to 
stuff.” 
 
Student 1: “First they’ll figure out what they 
have in common then those people will drive 
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“Correct.  Nice use of that new vocabulary 
word!  What do you predict will happen at the 
end of the story?” 
 




together to that thing.” 
 
Student 4: “They’ll make one of those 
schedules.” 
 
(Students read through the second section of 
the middle of the text out loud. All students 
participate in reading a portion of the text.) 
 




Student 1 – “They’ll make the schedule and a 



















Made by Each Child/Week  
(Week 7, TBD 3) 
ENHANCING COMPREHENSION WITH TEXT-BASED DISCUSSIONS  150 
 
 Week 7 
Student 1 6  
Student 2 2 
Student 3 2   
Student 4 3  
Student 5 4  
 
 Kind of Response (Number of Times)/(Total Number of 
Responses within the four TBDs) = 
Percentage 
 Collect 3/5 = 60% 
 Probe 1/5 = 20% 
 Connect 1/5 = 20% 
Kind of Question (Number of Times)/(Total number of 
Questions) = Percentage 
Retrieve  4/13 = 31% 
Relate 0/13 = 0% 
Explain 2/13 = 15% 
Infer 2/13 = 15% 
Predict 4/13 = 31% 
Connect/compare/contrast  1/13 = 8%   
Evaluate 0/13 = 0% 
 
 Number of Lines       Percentage 
Teacher talk 67/100 67% 




TBD 4, Week 8 







“Last week we read a story called, Let’s 
Carpool.  What was that story about?  Here’s a 
copy of the book to look through if you need 
it.” 
 
“Wow, great memory.  Here is a book called 
the Clean Air Campaign.  Does anyone know 




“Wow.  Excellent prior knowledge.  Today we 
are going to read through this text to learn how 
and why you would have a campaign to help 
the air.  Let’s go on a picture walk to determine 
what genre it is because it’s a different genre 
than the Let’s Carpool text.   Please open your 
books and go on a picture walk to determine 
the genre.” 
 
“Boys and girls based upon what you saw 
during your picture walk, what genre do you 
think The Clean Air Campaign is?” 
 
“Great.  It is nonfiction.  But this is a special 
type of nonfiction that has those pictures with 






Student 2 – “The family couldn’t get to all the 
places so they’re going to carpool with their 
neighbors to help.” 
 
 
Student 1 – “Like when people want to be 
president they have a campaign so people want 
to vote for them.” 
 
Student 2 – “Ya, like my mom told me that 
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diagrams and sidebars, and it shares supporting 
details on a main topic. Taking all of that into 
account as well, what specific type of 
nonfiction do you think this text is?” 
 
“Fantastic.  It is an expository text.  So 
knowing that it’s non-fiction, what do you 
think this book will be about?” 
 
“Ok, Student 4?” 
 
“Yep, I see that too.  Why do you think that the 
author included different types of 
transportation where people aren’t always 
driving separately?  Why do you think are 
there types of transportation where groups of 
people are together?”  
 
 
“Fantastic.  Just like the family in Let’s 
Carpool, helped the air by making a schedule 
and riding together.  Boys and girls, as we read 
through the text, we are going to be adding to 
the other side of our Venn diagram from last 
week.  We will be comparing this nonfiction 
text to Let’s Carpool.  Remember the main 
idea goes at the top (points to line) of this side 
of the diagram and the supporting details go 
below it.  What’s one thing that we can already 
write down about how this text is different 
from Let’s Carpool? 
 
“Great, let’s write this down as the first detail 
 
Student 5 – “Nonfiction because there are 






















Student 5 – “Because riding in groups helps 
the air.” 
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below the title, The Clean Air Campaign.”  
Remember that in the middle part of the 
diagram, where it overlaps, we will be writing 
about what the two texts have in common.  
Let’s start reading through the text together to 
find out what other supporting details we can 
add to our Venn diagram.” 
 
“Boys and girls, nice reading.  I’m noticing 
that all of you are writing down some details 
already.  What is one supporting detail that you 
could write below the main idea of The Clean 
Air Campaign?” 
 
“Great.  Student 3?” 
 
“Exactly, since there isn’t anything going into 
the air when you ride them.  Student 5?” 
 
“Great.  I like how you used the word junk to 
describe the pollution that could happen.  What 
do you think this book will have in common 
with Let’s Carpool from last week?” 
 
 
“I agree.  Student 2?” 
 



























Student 1 – “You can ride a subway, train, or 
bus so that there aren’t so many cars on the 
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“I agree.  Those would all be things that we 
could add to the center part of our Venn 
diagram.  But remember that “campaign” is 
part of the title and we haven’t read about an 
election yet or anything like that.  What do you 
think we will read about in the last section of 
the text?” 
 
“Ok good.  Maybe.  Student 1?” 
 
 
“I like your predictions.  Let’s read on to find 
out.  Please continue to add supporting details 

















Student 3 – “Riding bikes can help the air too.” 
Student 1 – “I ride my bike all summer.” 
 
 
Student 5 – “The air gets dangerous if there’s 




Student 1 – “Well some of the people are 
riding together still if they’re on a bus, train, or 
subway.” 
 
Student 2 – “You need a schedule to know 
when to ride those things.” 
 
Student 4 – “Both books are about helping the 
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Student 4 – “We’ll read more about different 
ways you can get around.” 
 
Student 1 – “They’ll tell us things we can do to 




(Students take turns reading through the text 
out loud.) 
 
Student 1 – “I remember seeing schedules like 
this (points to picture) when we went to Disney 
about when we could get to the parks and 
stuff.” 
 
Student 2 – “And there’s a schedule for T.V. 
shows and stuff.” 
 
Student 5 – “What’s this word again?” (points 
to campaign in text) 
 






Total Utterances  
Made by Each Child/Week  
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(Week 8, TBD 4) 
 
 Week 8 
Student 1 7  
Student 2 5  
Student 3 2  
Student 4 3  
Student 5 5  
 
 Kind of Response (Number of Times)/(Total Number of 
Responses within the four TBDs) = 
Percentage 
 Collect  6/7 = 86% 
 Probe                          0/7 = 0% 
 Connect                          1/7 = 14% 
Kind of Question (Number of Times)/(Total number of 
Questions) = Percentage 
Retrieve  5/11 = 45% 
Relate 0/11 = 0% 
Explain 0/11 = 0% 
Infer 0/11 = 0% 
Predict 5/11 = 45% 
Connect/compare/contrast 1/11 = 9% 
Evaluate 0/11 = 0% 
 
 Number of Lines       Percentage 
Teacher talk 84/126 67% 
Student talk 42/126              33% 
Appendix E 
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Click Start to begin the test. 
( Cancel J 
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Venn Diagram 
Write d~alls that tell how tho subjects are different in the outer circles. Writo details lhal tell 
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Venn Diagram 
Write details that tell hOw the subjocts are different In the outer circle~. Write details that tell 
































Wrilo details that loll how the subjects me different in the outor circles .. Write clolalls thllt toll 
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Write details that tell how the subjecll; are different in the outer circles. Write details that tell 
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